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Notes from the Editor

In this issue Shahidullah Sharif writes about education and skill training opportunities for 
Santal children and youth, an indigenous population group in Bangladesh. A high percentage 
of Santal children dropped out from the primary level; starting from the first grade. 
Marginalisation and neglect from the mainstream prevent their educational and skill 
development deprivation from being addressed effectively. The Government and 
development partners need to consider necessary steps for enabling Santal children to access 
basic education and skill development. A necessary step is to bridge the gap between home 
and school through mother tongue-based bi/multilingual education in primary school.

The learning content and methods for intellectually impaired children in special schools in 
Rajshahi are reviewed by Raihanara Zaman and Afroza Nazneen. They argue for a unified 
special education curriculum framework and designing and applying the learning content for 
intellectually impaired children within this framework. 

M. Tariq Ahsan examinesthe origin of the self-efficacy construct, the current scenario of pre-
service teachers’ self-efficacy for inclusive education in Bangladesh and implications for 
professional preparation for inclusive education of pre-service teachers who possess self-
efficacy attributes.

Finally, Anu Bhawana and Dr. Nanjunda look at the issues of academic integrity in selected 
higher learning institutions in Mysore, India -- a subject not given much attention in research 
and public discussion.  The study is an attempt to increase the level of understanding about 
the academic code of conduct which is directly associated with the mission pursued and 
values cultivated in institutions of higher learning.
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1. Introduction
There are about 45 ethnic minority groups comprising a population of 1.6 million, which is 
1.10 percent of the national population in Bangladesh, according to 2011 population census. 
A large number of ethnic minority communities live in the Chittagong Hill Tracts (CHT) 
districts, but others live in a few other parts of the country. About one-third are residents of 
the plains in the north-western Rajshahi Division (Roy, 2010). The socio-economic status of 
the indigenous communities in the plains is known to be generally worse than that of 
indigenous communities in the CHT. Santals are the most numerous in the plains and the 
second-most numerous in the country after the Chakma from the Hill Tracts (BBS, 1991).

A study reports that "almost 92 percent Adivasis (indigenous people) of the North Bengal, 
most of them Santals, work as day laborers either throughout the year or part of it" (Samad, 
2006, p. 9). Apart from farming, non-farm activities, e.g., forestry and fishery, mining and 
quarrying, manufacturing, and different kinds of services have been the more dynamic sectors 
contributing to creation of better-paying jobs and alleviating poverty. However, the large 
majority of Santals are dependent on low-yield and low-earning farming as day laborers. 

The new generations of the Santals are enthusiastic about education and  improving their 
socio-economic condition. But major barriers prevent their participation in education. These 
include different language for instruction in primary school from language at home, absence 
of Santal teachers in school, neglect of students by non-ethnic/Bengali teachers, lack of 
guidance and supervision by parents, need to take care of younger siblings at home, and 
engagement of children in family activities due to poverty (Kamal, Chakrabarty, and 
Nasreen, 2001; Badshah, 2003; Samad, 2006).

Historically and socio-culturally the Santals have been alienated and excluded from the 
mainstream society (Kamal, Chakrabarty, Nasreen, 2001). They lack the spirit and 
confidence to explore new initiatives. Access to basic education and opportunities for 
technical and vocational education and training (TVET), and thus the prospects for 
improving livelihood, are scarce.

The situation of the young Santals (age 10-24 years) is not better than that of the community 
as a whole. Santal children and youth are deprived of formal skills development because of 
their lack in basic education achievements. There has been little attention to their educational 
and skill development needs, expectations and challenges.

2. The Context: Santals in Bangladesh
It is assumed by historians that the Santals came to Bangladesh from Indian state of Bihar, 
especially Santal Pargana, for settlement in the period between 1840 and 1940. They 
inhabited the plain land of north Bengal, mainly in 16 districts including greater Rajshahi, 
Rangpur, Dinajpur, Pabna and Bogra of Bangladesh. Apart from North Bengal, Santals also 
inhabit tea gardens (plantations) of greater Sylhet and Chittagong, especially the hilly 
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district of Khagrachari, and south-west part of Sundarban area (Das, 2011). Researcher and 
activists of Santal community claimed that apart from Bangladesh, a large number of Santals 
live in Bihar and Assam states of India, and Nepal and Bhutan. It is claimed that the total 
number of Santals in the world is about 70 million (Soren, 2006). 

Anthropologists and researchers reported that the Santals were hired as construction laborers 
during the period when the British colonial rulers began to build railway communication in 
India. They also worked under Zaminders, Jotedars and Mohajons - landowners and 
contractors who served as the agents of the British administration. The Santals were used to 
clear the forest for cultivation. They were permitted to live in designated land and were 
exempted from tax payment for a certain period of time. When clearing of forest was 
completed, the Zaminders occupied the land from Santals. The Santals were permitted to live 
on the land fulfilling the land-owners’ requirements. Many of the Santals were dispersed into 
distant forests and geographically isolated territories. Some of them started to settle down in 
the forest and depended on hunting as their main source of livelihood.

Land reforms and the laws about land rights -- for instance the Permanent Settlement 
Regulation of 1793, the Bengal Tenancy Act 1885, the State Acquisition and Tenancy Act 
1950 -- did not take into account the situation of the Santal and all of these laws and 
regulations went against their interest. The Santals -- poor, uneducated and unorganized – 
occasionally rebelled to establish their rights over their lands, but were defeated and failed in 
their struggle to claim their rights (Rahman, 2002 and Bleie, 2005).  

The oppression affected the community badly. The Santals became a marginalized ethnic 
minority with deep frustration who lost their human rights in all spheres -- including social 
status, economic power and culture -- and were ignored by the mainstream people. They lost 
much of their traditional way of life, which also was the plight of  other indigenous people in 
Bangladesh. The realities of social, economical and political evolution of Bangladesh forced 
them to try to merge with the mainstream Bengali population. They have not succeeded in 
this effort and have become poorer among the poor and have felt helpless in every step of 
their lives (Rahman, 2002; Kamal, Samad and Banu, 2003; Das, 2011).

In Bangladesh, the agricultural labor force has been declining as a ratio of total labor force – 
reaching 47 percent in 2010 (BBS 2011). Apart from farming, a lot of non-farm activities, 
e.g., forestry and fishery, mining and quarrying, manufacturing, power generation, water 
resources, construction, trade, hotels and restaurants, transport, storage and communication, 
finance and business services, real estate, health, education, public administration and 
defense, community and personal services have been growing as dynamic sectors of the 
economy.  The micro-credit (MC) sector has also played an important economic role as an 
instrument for achieving the objective of poverty alleviation in Bangladesh (Rushidan, 
2003). In such a context, labor intensive agriculture has been yielding low income; and the 
Santals have remained dependent only on agricultural day labor with very low wages. 
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The Santal community does not have as much educational opportunities compared to the 
mainstream population (Badshah, 2003). Policies for indigenous people’s development in 
general and education in particular are expected to be guided by the constitution of 
Bangladesh, which promises equal opportunities for all citizens. In addition, the policies and 
programs are also supposed to comply with international conventions endorsed by 
Bangladesh, such as the Convention on the Rights of the Child, which emphasizes that an 
equal opportunity to access quality primary education is a basic right of every child. The 
government is also committed to achieving the Millennium Development Goals and to 
achieve universal primary education for all children by 2015.

The Bangladesh Primary Education (Compulsory) Act 1990 requires that: (i) no child is 
deprived of education for lack of teachers, learning materials or adequate space, and (ii) no 
child is subjected to disparities in access to primary education arising from gender, age, 
income, family, cultural or ethnic difference and geographic remoteness. These aims are 
again reinforced by Bangladesh’s commitment to EFA, and the incorporation of its goals into 
the National Plan of Action (NPA) 2002 – 2015. These pledges and commitments, however, 
have not applied to the children of the Santal community to the same extent as the 
mainstream children and youth.

It has been spelled out in the National Education Policy (2010) that the provision of basic 
education must include the use of ethnic community language in teaching which has to be 
ensured at the primary level for all ethnic communities. It is required that:

Measures will be taken to ensure the availability of teachers from ethnic groups and to prepare 
texts in their own languages so that ethnic children can learn their own indigenous languages. In 
these initiatives, especially in preparing textbooks, the inclusion of respective indigenous 
communities will be ensured. Special assistance will be provided to the marginalized indigenous 
children. (National Education Policy 2010, p. 8)

The National Strategy for Accelerating Poverty Reduction II, 2009 -11, also affirms that 
government will take necessary action for ensuring that children of ethnic communities will 
be given primary education following curriculum developed in their own languages (GoB, 
2009). Despite these commitments,  major obstacles remain in their educational 
development (Kamal, Chakrabarty, & Nasreen, 2001; Badsha, 2003; Samad, 2006).

Socio-culturally, the Santal is an isolated, neglected and alienated ethnic community in the 
northern part of Bangladesh (Kamal, Chakrabarty, Nasreen, 2001). It is an inward-looking 
and frustrated community that looks at their present situation and future life without hope. 
Frustration and despair have led to members of the community becoming addicted to locally-
brewed alcoholic drinks.  They lack the spirit to explore new initiatives and cannot take 
advantage of opportunities that may exist. They lack access to education and information 
about opportunities for TVET and other services for children and youth offered by 
government agencies. As a result, they are deprived of almost all advantages of social 
services and rights as citizen and as human beings. 
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3. Significance of the Study
With a saga of discrimination and deprivation over the years, most Santals are poor and their 
children and youth are deprived of general education and TVET opportunities. Across the 
country, the number of the adolescents and youth age group of 10-24 years is about 46 
million (BBS, 2011). Bangladesh Government has been taking different initiatives on basic 
education, skill development and employment for children and youth. The Santal youth are 
not able to take advantage of these initiatives, as noted.  

It is necessary to examine the opportunities that may exist for education and skill 
development for the Santal children and youth, their expectations and challenges they face. A 
better understanding of the situation will help consider the policy implications and 
appropriate actions to improve the prospects for the Santal children and youth. 

4. Operational Definitions 
For the purposes of this study, operational definitions are given to a number of terms used in 
the study.

Santal Children and Youth:
For the purpose this study, ‘Santal children and youth’ refers to young people from the Santal 
community of age 10 to 24 years who live in Bangladesh, particularly in the northern part of 
the country. The age range (10-24) is the period in human life-cycle when vocational skill 
development is a special concern from the point of view of society and the individual. But 
such skill development depends on acquiring basic education starting at an earlier age. 
Although the focus is on the 10-24 year age group, the age range was taken flexibly in 
investigating the situation, needs, expectations, and challenges of basic education for 
children and youth.

Education:
In this study education refers to general basic education which is the foundation of all kinds 
of development for the individual and society. The emphasis in this study was on the 
educational situation, needs, expectations, and challenges in general education at primary 
and secondary level.   

Skill Development:
In the study, skill development is broadly defined as general or occupation-specific 
education and training programs and activities offered through formal, non-formal and 
informal means which help open gainful employment in the formal and the informal 
economy. The premises underlying the broad concept of skill development are:

General competencies in language, communication, math and science developed in general 
education programs (essentially post-primary education for the concerned age-group, but 
the foundation for this is laid in primary education) are both generic occupation-related skills 
and pre-requisites for specialized occupational training.
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3. Significance of the Study
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Skills are acquired in a variety of ways including formal and institutional courses offered not 
only through technical/vocational institutions, but also through various non-formal 
programs, formal or informal apprenticeship, on-the-job experience, and self-learning.

Young people may be engaged in different types of activities simultaneously which have 
skill development implications; e.g., they may be in a general education program but at the 
same time they may be involved in training, apprenticeship or employment.

The majority of young people in employment are in informal job sector. Most of these jobs 
are in construction, maintenance and repair, small manufacturing, trading and services of 
various kinds which, in most cases, do not offer specified or recognized skill training 
arrangements. But the economy would grind to a halt if these are not performed.  A total 
picture of skill development must take both formal and informal skill development 
opportunities into account.

Technical and Vocational Education and Training (TVET):
 Generally, TVET (Technical and Vocational Education and Training) refers to education and 
training offered in a formal or non-formal institution or program specifically linked to 
occupations and standards and requirements for employment in those occupations.  It is a 
sub-set of general skill development. A broader view is taken in this study focusing on the 
overall state of preparation, participation and efficacy of skill development for youth.

5. The Aim and Objectives of the Study
The aim of the study is to explore education and skill development situation, needs, 
expectations, and challenges of Santal children and youth in Bangladesh.

The specific objectives of the study are –

1. to explore situation and provision of skill development for Santal children and youth  
(10-24 years) focusing on occupational skill development, engagement of youth in 
employment, and  provisions for skill development through institutional and non-
formal means;

2. to find out abt the skill development needs, expectations, and challenges of Santal 
youth as perceived by them; 

3. to generate policy recommendations regarding education and skill development 
opportunities for Santal youth.

6. Methodology, Data Collection and Analysis
It is a case study on education, skill development, especially technical and vocational 
education and training (TVET), situation, needs, expectations and challenges of the Santal 
children and youth in Bangladesh that entailed detailed investigation of the situation in the 
Santal community. 
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On the basis of the study aim and objectives, emphasis has been given on focus group 
discussions (FGDs) with samples of children and youth ranging from 10 to 24 years of age 
for gathering relevant primary data from the community. Through FGDs we have explored 
their opinion on the status, expectations, needs and challenges in education and skill 
development.  

For collecting qualitative data from other primary sources, unstructured interviews were also 
conducted with two key informants selected purposively from the Santal community who 
were experienced, educated, senior community members (age 57 and 65 respectively) and 
resource persons. The interviews were informal and the duration was 55 minutes and 1 hour 
10 minutes respectively.      

Enriching and complementing primary data, we also reviewed documents available in 
different forms and relevant media reports.  

Study Site and Participants 
We selected our study area in northern part of Bangladesh, the Rajshahi Division, where the 
majority of the Santal people reside. In the Division, one area, where Santal people were 
more concentrated than in other areas, was selected purposively for qualitative data 
collection. From this area, two side-by-side locations - Godagari upazila (sub-district) and 
Tanor upazila - were selected for 4 FGDs. 

Information about the Santal community (as found from the document review) suggested 
that there might be a difference between the Santal’s life and livelihood in semi-urban areas 
and in remote rural village. Among 4 FGDs, 2 were held close to upazila (sub-ditrict) town, 
and other 2 FGDs were held in rural areas away from the upazila town.

The participants of the FGDs were selected following purposive sampling. The age range of 
the participants was 10 to 24. However, emphasis was given on the age range 15-24 who 
would be articulate in sharing their views actively. In addition, in selecting participants, 
gender equality was considered. In the groups, mixed education levels of participants were 
represented (Table 1).  

Table 1: Participants in FGDs

FGDs

A
B
C
D
Total 4 
FGDs

No. of 
Participants 

11 participants
10 participants
10 participants
11 participants
Total 42 
participants 

Urban-rural 
context

Rural 
Rural
Semi urban
Semi urban
Total rural 21, 
semi urban 21

Gender distribution/ 
Male-female ratio

Male  6, female 5
Male 5, female 5
Male 5, female 5
Male 5, female 6
Total male 21, female 
21

Education level

Illiterate to HSC
Illiterate to HSC
Class five to HSC
Class five to HSC
A mix of different 
education levels
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Though young Santal people (age range 10-24) were the main source of information about 
their lives and livelihood, additionally, two key informants – well-informed adults from the 
Santal community – were interviewed.

Data Collection process

Consent of respondents and ethical and confidential issues
Before starting focus group discussion and interviews, every respondent or key informants 
were informed about ethical issues and confidentiality of the information shared. Their 
consent was taken verbally and they were assured that their name and identity would not be 
revealed.  

Focus Group Discussion
Informality and a flexible environment were maintained to establish good rapport with 
respondents as well as to keep FGD on the right track. The issues in discussion and questions 
were open-ended and researchers had freedom to change the approach of questioning 
according to the demands of the FGD situation

The issues for discussion and questions in FGD were based on the researcher’s judgment 
about issues derived from a review of relevant literature about the Santals and on research 
methodology. The researcher was careful about not prompting answers or revealing his own 
biases.  FGDs were audio-taped with the verbal permission of the participants. 

The language for discussion was mixed - Santali and Bangla. All respondents were allowed 
to speak in the language they preferred. As the principal researcher did not understand 
Santali language, an interpreter from the Santal community fluent in both languages was 
recruited as volunteer for the study. In introducing topics for discussion, both languages were 
used – Bangla by principal researcher which was translated in Santali by the interpreter. The 
majority of the respondents were capable of conversing in Bangla language and used Bangla 
language in the discussion. Some participants were less inhibited and more expressive when 
they spoke in their own language. Each FGD session took on an average of around one hour. 

Key Informants Interview
Unstructured interviews were conducted to gather grounded information from two key 
informants who are selected purposively from the Santal community as experienced 
resource persons. The interviews were informal ‘conversation’ in style and only a list of 
topics was used as interview guide or aide-mérmoire, which were needed to ensure coverage 
of points related to the aim and objectives of the study.    

Document Review
To enrich and to validate primary data, we collected secondary data by reviewing the 
documents available in different forms, e.g., research study, books, essay, census reports, 
and media coverage about the Santal community as news and features.
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Data Analysis
All FGD data were transcribed in respondents’ or key informants’ colloquial language which 
were in either in Santali language or in Bangla language. The interpreter from the Santal 
community volunteered to transcribe and translate the Santali content into Bangla.

A thematic analysis was used to analyze the transcribed documents and themes were 
extracted from the data through coding (Denzin & Lincoln, 2000). While coding and 
analyzing the data, transcriptions in Bangla language were used to get the exact meaning of 
vocabularies used by the participants. In the end, all the analyzed data were translated into 
English. Some issues appeared repetitively in the FGDs. Those were coded and similar codes 
were grouped by generating a hierarchy tree. Themes were then derived from the grouped 
codes. 

The main aim of the study and document review guided the researcher’s analysis of the FGD 
findings. To reconcile apparently contradictory data, interpretive and reflective FGD 
listening and reading procedures (Denzin, 2001) were followed. This technique allowed the 
researcher to re-listen the recording to consider the intonation and voice quality, re-read the 
transcripts, re-think the personal characteristics of the respondents, such as gender, social 
status and position of the interviewees in the country context, and recall the facial 
expressions to understand the exact meaning of the contradictory information in afew 
instances. Identities of all the participants were hidden by keeping responses anonymous. 

Research Limitations 
A limitation of the study was that the principal researcher did not speak Santal language and 
had limited familiarity with the sociological and ecological condition of the ethnic 
community. In fact, being a member of the mainstream community, he may hold some of the 
stereotyped perceptions and views without being fully aware about these. He certainly did 
not qualify as a participant observer. The research has been conducted applying the 
qualitative methods and within a limited time – August 2012 to March 2013; both these 
factors may have compromised the findings somewhat. 

¬It is obvious that further work is necessary to have a full understanding of the situation, 
prospects of change and ways of promoting change to improve the life of the Santal 
community without affecting adversely the distinctive values, tradition and cultural 
practices of the community. 

7. Analysis of Findings
Results and findings of the study were organized thematically as presented below:  

General Education Situation - Provision, Needs, Expectations, and Challenges  
The first focus group discussion (FGD – A) was conducted in a semi-urban setting close to an 
Upazila town. Regarding general education situation, especially on access to education and 
schooling, the following observation summed up the situation.
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Once, Santal children did not go to school. Now, almost all children go to school. It was estimated 
to be about 90 %.  It is because of parents’ awareness of education. Our parents want to see their 
children pass primary education level and go to secondary school. 

Regarding this issue, the second focus group (FGD – B) in a semi-urban setting similarly 
reported that “almost all children go to pre-primary/primary school.”

As we found from other focus group discussion in a distant rural area (FGD – D), “Now, 
Santal Children go to school in proper time” (FGD – C).They are more enthusiastic for 
education than it was before.” (FGD – D).

According to respondents’ observation, supported by our own observation, the ratio of 
educated Santals in the total population is more in semi urban areas than in distant rural areas. 
The group discussion revealed that there were differences between semi urban and rural areas. 
The semi-urban Santals who live close to the sub-district (Upazila) towns, have somewhat 
more inclusive social environment and better school access than their rural counterparts. 

Regarding needs and importance of education, parents, children and youth of both rural and 
semi-urban locations are now much more aware than in the past. However, semi-urban 
parents are to some extent more aware and economically capable to support child education 
than the rural Santal parents. 

Regarding expectations about education, all FGDs, as well as our observation, reveal that the 
new generation of Santals are enthusiastic about education and look upon it as the means for 
improving their socio-economic condition. They know and believe that education is the only 
weapon to bring change in their children’s life. This view resonated in many respondents’ 
voice during FGDs and in key informants’ words too.

In spite of the enthusiasm for education among children and parents, there is the 
contradictory perception that the Santal children do not enjoy the educational opportunities 
they need and deserve. This conflicting view appears to have arisen from the quality of the 
education services the schools offer, the high dropout rate of children and the unsatisfactory 
performance of many children in school as discussed below. 

A respondent parent shared her perception about the education services in her own forthright 
words, “We do not have education; so we are not capable of doing anything.” Santal 
children face many obstacles in the community and in school premises. Only a small 
proportion of Santal youth becomes literate. For ms who have acquired some education, their 
educational standard is not high as we have found in the discussion. In addition, there is a gap 
in participation in education between semi urban and rural Santal communities.

It was learnt that most of the Santal children were enrolled in government primary school. A 
small number went to non-government primary schools such as those run by BRAC while 
some others went to Christian missionary school, mostly because only few of these facilities 
were available. 
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All the participants of focus group discussions (FGDs) as well as key informants mentioned 
that the lack of education opportunities and very low literacy rate in the community were the 
main obstacles to the advancement of the Santals. It was  because, according to respondents’  
opinion, of drop out of a high percentage of children from primary, junior secondary and  
secondary and the higher secondary levels. The numbers of students progressively decreased 
from the primary school to the secondary and the higher secondary levels.  As a respondent 
described the scenario, “our children go to school to be educated, but dropout starts from 
grade one and continues in upper grades.” 

The result is that among 10-24 years age group, overcoming many barriers, a small number 
completed primary education, and even smaller numbers completed junior secondary and 
higher levels. The majority of Santal youth ended up as illiterate. 

The major challenges in education of the Santals were described as follows:

(1) Language problem in school:
Medium of instruction, language of the classmates and books, and the teachers are different 
from their home language. So the Santal children face problems in following lessons and 
participating in class work. 

(2) Lack of desired School environment:
Santal children find school environment unfriendly. They feel neglected, abused and isolated 
in the school. They said that abusive behavior is more or less similar in both semi-urban and 
rural areas. Most teachers and non-Santal peers engage in this behavior in primary school. As 
expressed by a respondent: 

Teachers do not show any regard for us or pay attention to us. They do not allow us to join in any 
food program in school. Even if they give any food, eating together with peers is prohibited. This 
behavior hurts us a lot. We feel insulted and embarrassed by this maltreatment.

One respondent graphically expressed his feeling using the following words – “They have 
labeled us as second class or grade two. So, we have been living as grade two. (Tara to 
amader dui nombor kore dieche. Tai, amra dui nombor hishebei thaki.)”

Another respondent said that their access to teachers’ room and getting support from teachers 
in school were restricted by the teachers. There was no free movement allowed to Santal 
student in school. Sharing this experience, the respondent threw a question to us: “How shall 
we go to school if there are so many problems?” 

Our key informants informed us about the absence of a desirable school environment – 

This is a very deep-rooted problem. When I was a child and used to study in primary school, I 
faced and tolerated such maltreatment and neglect too. During my days as a student, the degree of 
this discrimination to us as minority Santal people was higher than now. There was a snacks 
provision funded by a donor in my school. But I, the only Santal child in the class, was not 
allowed to participate in it. All children took part in the snacks except me. It was embarrassing 
and very sad for me. We used to face such discrimination from both teachers and my peers.  
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we go to school if there are so many problems?” 
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(3) Lack of supportive home environment: 
Most parents are not knowledgeable or informed about what they can do help their children 
to be ready for school. Schools also don’t have much communication with parents, 
especially with those from the ethnic community.  Parents are often careless about this, not 
knowing how they could help. 

(4) Lack of parents’ awareness of child education:
Most of the parents are not aware of their role and responsibility about guiding and helping 
their children’s growth and development and creating an appropriate environment at home 
for this purpose and to prepare their children for school. Even if some parents have a little 
understanding about children’s education, most of them are without formal education or 
even literacy and are not able to take care of and supervise their children’s education 
properly. 

(5) Loss of interest in education/to study in school:
Our respondents stated that some of the Santal children dropped out, because they lost their 
interest in school. It seems that they lose their interest in education due to some of the reasons 
mentioned above, e.g. different language of instruction, neglect faced in school and lack of 
appropriate home environment. 

(6) Poverty:
Poverty is one of the main barriers to education, creating obstacles in the way of access to and 
retention in school. One of the respondents said, “Without a school meal and other 
educational support, children of poor family usually do not go to school or drop out from 
school.” Another said, “Children do not want to go to school  without  educational supplies  
such as exercise book and pen, pencil etc.[ which the parents cannot afford to buy]; and 
children get punished in classroom and feel embarrassed.” Besides, children of working 
parents stay at home to look after their siblings. Some children, when they are a little older, 
participate in their parents’ work and chores. A father in the FGD said, “I work in the rice 
field as an agricultural labour. I do not have enough food regularly for the family; how shall I 
provide education to my children and send them to school.” Thus poverty affects Santal 
children’s education adversely in different ways. 

(7) Early marriage:
Early marriage of Santal girls (adolescents) is another impediment to their continuation in 
school. This is a general problem in Bangladesh, but appears to be more prevalent among the 
Santals.

(8) Alcoholic addiction:
Home-made alcohol preparation and drinking regularly is an addiction that creates an 
adverse environment in family and in discharging parental responsibility. It hampers 
education of children in many Santal families.  
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(9) School distance:
The distance of school from home requiring children sometimes to walk for several miles is 
also noted by the respondents as one of the reasons why Santal children do not want to go to 
school.

Employment Situation 
It is obvious from the FGDs, key informant interview and other secondary data that the 
whole Santal community has been dependent on farming for a long time, but mostly as day 
laborers. A very small number of them work in their own land. A few Santals are involved in 
other occupations. Dependence on work as day laborers in the farm cannot fulfill the needs 
and expectations of most households. Some of the young people have been looking for 
alternative employment opportunities and ways of learning new occupational skills, 
especially in the lean season, between planting and harvesting time. The farm workers often 
remain without any work at this time. Some of them are compelled to borrow to meet 
survival needs by selling labor in advance at low rate. 

One of the key informants explained it this way: 

They (Santals) have to take loan in the lean season which lasts for about two months. To meet 
their survival needs, they sell their labor in advance to owners of paddy land. This is a custom 
sometimes followed year round to cope with emergencies.   

Our primary and secondary data revealed that Santals are mostly not involved in non-
agricultural informal economy activities. They mentioned some reasons behind it: (1) They 
are socially isolated from main stream Bengali people. Bengali people don’t want to buy 
goods from Santals’ business places if they get the same things from Bengali people. (2) 
Santal People who have money to invest do not have education and skills essential for 
managing the business. (3) Many are very poor and lack the confidence to take the risk of 
engaging in small business enterprises.  

Skills and Other Development Opportunities 
Our primary and secondary study data reveal that there are almost no or little access to 
opportunities of skills development services for the Santal community in Bangladesh. 

At present, there are no satisfactory TVET opportunities that they can take with or without 
some formal education. On the whole, there are few options for alternative employment or 
skill development for Santal youth. As noted by an FGD participant: 

We heard that training for cow and goat rearing and ducks and poultry farming is given by 
government agencies in our local areas. But we did not get any support from the community 
leaders. They are from the big community and prefer their own community people in offering 
opportunities of skill development when such possibilities arise. Thus, we have not benefited 
from any TVET even after making requests and pleading for such training.  We do not  know if 
the disadvantaged people like us  will get ever the chance to take part in TVET. In fact, we do not 
even get the information when and where such trainings are offered (FGD – C).  
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It has been found that there are limited communication and contacts between the Santals and 
the government agencies or even NGOs in respect of social and economic development 
programs. The Santals do not have substantial access to such services as micro-credit, 
medical care, family planning, maternity and nutritional intervention. Some NGOs  
including BRAC, Caritas, Ashroy and others  have been recently giving attention to the 
disadvantaged ethnic groups, but these initiatives  in such fields as education, social 
awareness and health care are still rather limited compared to the needs of the whole Santal 
community. 

Skill Development Needs, Expectations and Challenges 
The Santal people do not have many options for alternative skills development and  TVET 
and the scope  for being employed in occupations other than in traditional farming, mostly as 
low skill, daily wage laborers. They do want to improve their situation and would like to 
move into new occupations. They realize that this requires better general education, 
technical and vocational education and training as well as information about various income 
generating opportunities. Some of them who have the financial capacity, particularly those 
living near towns, are willing to pay for TVET. However, the large majority do not have the 
financial ability to pay for short TVET courses or long ones at the diploma level.  

Despite the barriers and constraints, Santal youth are interested to look for new occupational 
and employment opportunities, especially in small businesses. But this possibility can 
materialise only if they can acquire basic education and skills in relevant trade or business.

FGD and interviews have revealed that Santal youth want to move from their traditional 
occupations to new income generating options. In order to escape from the present situation 
prevailing in the Santal community, the youth want to acquire alternative skills, and join 
TVET and get other training opportunities through which they might be employed in 
different jobs beyond traditional farming and casual farming labor. They have heard about 
possibilities and have expressed interest in training in various trades including poultry, 
fishery, electronics, mobile phone servicing, sewing, handicrafts, small business, carpentry, 
masonry, diesel engineering, computer training, driving, paramedics, mechanics, non-
traditional farming, and veterinary medicine.

Eradicating poverty and promoting active inclusion in society and labor market for the most 
vulnerable groups are the key challenges that Santal children and youth face. They need 
guidance and support to overcome discrimination and to be integrated into the mainstream. 
They lack the financial means and encouragement to persist in general education and, TVET. 
They need social protection as minority groups in society to overcome social prejudices and 
barriers which deprive them from access to education and access to information about 
human resource development opportunities. Social marginalization also makes them 
frustrated and discouraged which keep them from looking for out-of-the-ordinary income 
generating options. 
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8. Discussion of Findings
This study explored Santal youth’s education and skill development situation, needs, 
expectations, and challenges in Bangladesh. The overall findings of the study suggest that 
skill development of youths from ethnic minority groups depends on provision of inclusive 
general education, access to TVET and availability of social protection and social policies 
for inclusive growth of Santals on the basis of their needs, expectations and challenges in 
respect of skill development/TVET. The major findings under the three sub-headings   are 
discussed below.    

General Education
Provision for general education for the  Santal community does not appear to have changed 
much from what has been indicated in the studies and reports since a decade ago or even 
earlier (Kamal, Chakrabarty, & Nasreen, 2001; Badsha, 2003; Samad, 2006). For example,  
in respect of basic education, Santal children continue to face barriers such as (i) different 
language of instruction and instructional materials in primary school other than the mother 
tongue, (ii) ethnic children isolated and alienated by teachers and classmates predominantly 
from the mainstream, (iii) home environment that cannot provide inspiration, guidance and 
supervision to children  (iv) parents lacking knowledge and awareness about their children’s 
education; (v) poverty; (vi) children taking care of their younger siblings and engaged in 
family activities; (vii) early marriage; (viii) alcohol addiction in family, and (ix) distance to 
school. 

Although Santals have their own language, they do not have their own alphabet. It is still a 
matter of debate whether Bangla or Ol Chiki (a Santal language script invented in the 1920s) 
or Roman script would be used for writing the Santali language. For long they have kept their 
verbal language alive in their own community. At home, Santali is the main language of 
communication and children learn this language from the very early age. On the other hand, 
most Santal children live an isolated life within their community. So Bangla language 
remains unknown to Santal children. They find themselves in a difficult situation when they 
cannot understand teacher’s instruction and textbooks and cannot interact with other 
children in Bangla. However, it is not a unique problem, as far as ethnic minorities are 
concerned. 

Language is clearly an important factor in inclusion of disadvantaged children from the 
ethnic minority groups. Mother tongue based multilingual education (MTB MLE) from 
preschool throughout the primary level is a proven and known solution.  But for Santal 
children, it has not been followed as yet in government primary school. 

Some non-governmental organizations have been piloting and implementing programs for 
Santal and other ethnic children’s education appropriate for specific ethnic community needs. 
Among them, BRAC Education Program (BEP) has been following such an approach through 
its special program approach through the Education for Ethnic Children (EEC) project unit. 
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BRAC established the unit in 2001 to adapt its non-formal teaching model to meet the needs of 
indigenous children, who do not speak Bengali.  In EEC schools, teachers explain lessons 
verbally in ethnic mother tongues along with Bangla using educational materials based on 
local culture and heritage. This method helps indigenous children to participate actively in 
class and improves their enrolment and retention rates. Bilingual texts and supplementary 
reading materials have been developed up to Grade V in Chakma language. The program also 
plans to develop similar bilingual materials for other communities. 

Other voluntary national and international organizations have also been working for ethnic 
children’s education such as Ashroy, Save the Children, and Zabarang Kalyan Samity. The 
efforts of these organisations need to be extended to serve the Santal children. 

“Lack of desired school environment and loss of interest to education or study in school,” 
often noted in FGDs, are interrelated. Not using the bilingual or multilingual approach only 
adds to the problem.

Need to work in the field for children to assist the elders, taking care of siblings and helping 
mothers in their daily activities are common problems for all poor families. When parents are 
concerned about their children’s education, they try to find a solution and encourage children 
to go to school. This apparently is not the case in general for the Santal children. Parents and 
children accept the obstacles and difficulties as too daunting and not worth the effort to 
overcome these problems.

The absence of  a supportive home environment for Santal children enrolled in primary 
school arises from the overall condition of poverty, illiteracy, problems of alcohol abuse, 
poor self-esteem, and lack of confidence and hope about the future that pervade the Santal 
community. Knowledge and understanding about how parents can guide and encourage 
children is lacking, but the school or teachers do not consider it their responsibility to 
communicate with parents and extend a helping hand. 

Skills Development Access and Services 
The study finds that there are no technical and vocational education and training (TVET) 
facilities appropriate for Santal children. Whether young Santals have some basic education 
or not further opportunities for vocational and occupational skill development for them are 
non-existent. 

As they find no income generating work appropriate for them, and due to the lack of 
information about TVET opportunities, and being the victims of social exclusion and 
marginality, they have little choice but to resort to their traditional occupation – small-scale 
farming and daily wage labor in the field.  It is almost a total dependency on farming and 
agricultural labor which has been long established practice in the Santal community. It 
indicates that the development of this ethnic community has been static. In fact, it may have 
been a worsening situation compared to other indigenous communities.
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The general economic development activities in the country, the efforts to improve the 
situation of the disadvantaged groups and the attention to human rights and human dignity of 
all citizens seem to have largely bypassed the marginalized and somewhat scattered Santal 
community. 

Skill Development Needs, Expectations, and Challenges   
The study findings show that Santal youth are aware of the importance of skill development 
and the need for general basic education as the stepping stone for further skill and vocational 
training and employment beyond traditional daily wage work in agriculture. The youth and 
their elders recognize that social exclusion, marginalization and alienation that they are 
subjected to are the barriers to inclusive growth and development for their community.  

The never-ending cycle of poverty, lack of education and skill development, and the failure 
to move on to new occupations and economic opportunities can be broken only with a 
helping hand from the government agencies offering basic public services, work of NGOs 
and a benign attitude from the majority communities who literally surround them. The Santal 
community has expectations that ongoing social and economic change in the larger society 
will reach them and serve to bring about a change in their situation.  They realize that the 
change cannot happen only with their own effort; they need the help of the larger society 
including the government, civil society and NGOs who aim to promote a just society and 
establish human rights. 

It is clear that adequate social protection through appropriate social policies, laws and 
programs are needed to achieve inclusive growth and development that will serve the Santaal 
community including their youth. The European Report on Development (ERD, 2010) 
suggests that social protection is the specific set of public actions to address the vulnerability 
of people’s life via social insurance, offering protection against risk and adversity 
throughout life; via social assistance, offering support to the poor to cope with vulnerability; 
and via social inclusion efforts that enhance the capability of the marginalized to access 
social insurance and assistance. Social protection and insurance mechanisms can provide 
some protection to the most vulnerable parts of the population. There is a growing need to 
expand access to social protection and insurance. The government, the donor community, 
civil society and the private sector have to invest in protection against shocks, drawing on the 
lessons emanating from other areas (such as disaster risk management) in order to build 
resilience.

9. Policy Recommendations 
Considering the education and skill development needs of the Santan children and youth, 
and their expectations and challenges derived from FGDs, key informants interview, 
documents review, and our observation, some policy implications are noted below:
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and a benign attitude from the majority communities who literally surround them. The Santal 
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change cannot happen only with their own effort; they need the help of the larger society 
including the government, civil society and NGOs who aim to promote a just society and 
establish human rights. 
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community including their youth. The European Report on Development (ERD, 2010) 
suggests that social protection is the specific set of public actions to address the vulnerability 
of people’s life via social insurance, offering protection against risk and adversity 
throughout life; via social assistance, offering support to the poor to cope with vulnerability; 
and via social inclusion efforts that enhance the capability of the marginalized to access 
social insurance and assistance. Social protection and insurance mechanisms can provide 
some protection to the most vulnerable parts of the population. There is a growing need to 
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lessons emanating from other areas (such as disaster risk management) in order to build 
resilience.

9. Policy Recommendations 
Considering the education and skill development needs of the Santan children and youth, 
and their expectations and challenges derived from FGDs, key informants interview, 
documents review, and our observation, some policy implications are noted below:
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• Special initiatives like the Integrated Community Development Program (ICDP) 
under the Chittagong Hill Tracts Development Board should be undertaken to ensure 
attainment of the development steps for Santal children and youth. It includes 
appropriate TVET combined with no/low interest credit support for SME.  

• Affirmative action is needed including a special scholarship program for Santal and 
other ethnic minority children and youth to encourage participation in general 
education and TVET. Flexible rules for Santal children should be applied to include 
them in the primary and secondary education stipend programs. The provisions and 
rules for stipends should be publicised and the extent of benefits offered and received 
made known publicly.  

• In Santal inhabited areas, the medium of instruction should be Santali language up to 
class V with gradual transition to Bangla. More Santal-speaking teachers should be 
employed in preschool and primary school. They should be sent to their areas for 
giving teaching support to Santal children using Santali language up to class V – with 
gradual transition to Bangla as  demanded by Santal leaders.

• Undertaking an awareness raising adult education program for parents which should 
contain problems and issues regarding education and child development, 
consequences of alcohol addiction and other social and human development issues. 

• Awareness building in society at large for creating empathetic and harmonious 
outlook towards the Santals and other ethnic minority groups should be initiated. 
Civil society, local government bodies and social service agencies such as those in 
education, health, and women’s development should be pro-active in this regard. 
Communications media including electronic and print media can play their role in 
this respect, which should be encouraged by concerned regulatory agencies and trade 
bodies. 

• Effective measures should be taken by government policy-makers and functionaries, 
human rights agencies and civil society members for preventing harassment, social 
discrimination, land-grabbing and eviction and other human indignity to which the 
Santal people are subjected. 

• Steps should be taken to ensure participation of the Santals in planning and policy 
making bodies of the development agencies.

• To minimise social exclusion of the Santal community, short term and long term 
initiatives can be taken by government agencies and NGOs. For example, for 
bringing change in teachers’ knowledge, attitude and practice, content regarding the 
ethnic communities can be included in the teachers’ training modules and specific 
follow up and monitoring should be taken up particularly for schools in the ethnic 
areas. At the same time, to bring about change in Bengali children’s mindset and 
attitudes, content of lessons in text books, teachers’ guide and teacher training 
materials as well as practices should be reviewed. 
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• How social protection laws, regulations and programs related to children, women 
and disadvantaged groups impact the Santal community should be reviewed by 
concerned agencies and through independent research in order to undertake 
appropriate remedial measures. 

• Designing and implementing an integrated strategy combining adequate income 
support, inclusive labor market practices and access to quality services should be 
given attention for mitigating isolation of the Santal workers from the labor market.

•  Active inclusion policies should facilitate the access of workers into sustainable and 
“decent” employment supported by social welfare and protection that allow workers 
and their families to live with dignity.

• For combating poverty and for protecting the Santal community from social 
exclusion, government at all levels, especially the local government bodies, can play 
a coordinating role through:

- setting up supportive rules and procedures,

- better use of government development activities and funds to support social 
inclusion and combat discrimination,

- improved access to work, social security, essential services (healthcare, housing, 
etc.) and education, and

-    identification and promotion of best practices. 

10. Conclusion
The inclusion of Santal youth and giving them a stake in  every facet of mainstream efforts to 
alleviate  poverty and mitigating social exclusion and discrimination is essential as much for 
the deprived Santal children and youth as for society as a whole. This is the way to build the 
just society that Bangladesh as a nation aspires. The government, civil society and 
international agencies all have a role to play to promote and support necessary policy, 
objectives, priorities and programs in education, skill development and creating a favorable 
environment for these efforts, as discussed above, to succeed. A better future for the Santal 
youth is an inalienable part of building a better life for all children and youth in Bangladesh. 
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Abstract 
The present study is an empirical investigation of study contents for children with 
intellectual impairment used in different schools of Rajshahi. Three schools of Rajshahi were 
selected purposively and two interview schedules and two FGD guides were used as data 
collection tools. The study was qualitative in nature. The study found that there is no common 
curriculum for special education; different schools followed contents developed by 
themselves. The study supports the argument that a unified special education curriculum 
should be developed, bringing appropriate changes in the teaching techniques to ensure 
quality learning for intellectually impaired students. The study analyzed the taught skills 
included in the study content and suggested a new hierarchy and chronology of skills to be 
taught for old and new students at the schools. 

1. Introduction
The history of people with a disability is a history of exclusion. In most societies people with 
a disability have been met with rejection out of fear and ignorance. Once they were even 
killed deliberately, since they were believed to be possessed by evil force and witchcraft 
(Jonseen, 1992) In course of time, people started to look with sympathy at children with 
disability for religious and humanitarian reasons. They were kept in separate institutions 
outside cities. Gradually people started to realize that people with different abilities could 
also do something useful, if they got an opportunity. People with disability were then 
allowed to integrate with the mainstream in society. But to ensure full equity and 
participation only integration is not enough; it demands full inclusion. Special schools for 
children with intellectual impairment are a step in that direction.

In Bangladesh, the educational history of the intellectually impaired is not very old. In 1977 
the “Society for the Welfare of the Intellectually Disabled - Bangladesh” or SWID- 
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Bangladesh was established. It was a joint initiative of parents of the intellectually impaired 
(II) children and professionals (Haider, 2010). The Government of Bangladesh provided 
grants to SWID-Bangladesh under which 44 non-government organizations have been 
working in institutions serving children with intellectual disability in different districts of the 
country (Hossain, 2010). 

The constitution of Bangladesh stated in article 28 (3) that every citizen is entitled to access 
to education without discrimination. The National Policy on Disability 1995 and Bangladesh 
Disabled Welfare Act 2001 guarantee equal rights and dignity of persons with intellectual 
impairment. The law also ensures their full participation in social and state activities. Since 
all children with intellectual impairment, especially those with severe impairment, are not 
able to benefit from mainstream education, special education is their only alternative. 

Intellectual disability means significantly sub-average general intellectual functioning, 
existing concurrently with deficits in adaptive behavior, manifested during the 
developmental period, that adversely affects a child’s educational performance (IDEA, 2010 
as cited in Sultana, 2013).

Society for the Welfare of the Intellectually Disabled, Bangladesh (SWID); Physically 
Handicraft Training Centre (PHTC); Foundation for Women and Child Assistance (FWCA); 
and School for Gifted Children (Tauri foundation) are the four special schools situated in 
Rajshahi city corporation. SWID Bangladesh, FWCA and School for Gifted children are 
working for intellectually impaired and autistic children whereas PHTC works for visual and 
hearing impaired children. Among the four, SWID Bangladesh and PHTC are the two 
government organizations and FWCA and School for Gifted Children are private 
organizations. Approximately two hundred students are receiving special education from 
these schools. Student with special needs can take admission in these schools beginning at 
the age of 3 years and may seek admission up to 18 years. Schools teach different skills like 
literacy, behavioral and communicative skills, self-help, social skills, gross and fine motor 
skills and vocational skills. The schools also provide different therapies, such as, speech, 
occupational, psycho-, and physiotherapy. Art and music are also taught in the schools. 

Intellectually impaired children learn more slowly and at maturity his/her capacity to 
understand is less than normal. They find difficulty in learning, social adjustment and 
economic productivity (Sen and Dutta, 1985, pg. 24-25). So their learning needs are 
different. They need more attention, support and specially designed curricula. Bangladesh 
does not have any national curriculum or a framework for such a curriculum for special 
education. As a result, every special school in Bangladesh follows a curriculum with its own 
chosen contents. The special schools of Rajshahi are not an exception. This study attempts to 
explore the contents used for teaching and their effectiveness in selected special schools for 
children with intellectual impairment in the city of Rajshahi.
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2. Study objective 
There are differences between general and special education curriculum as the intellectually 
impaired students have different learning needs from those for others. As noted, in the 
absence of a unified curriculum for special education or intellectually impaired students, 
different special schools follow their own curriculum and teaching contents. The study aims 
to review the study contents used in selected special schools and analyze the effectiveness of 
the contents to meet special learning needs of their students. It also examines the diagnosis 
and admission procedures for intellectually impaired students. 

3. Methodology 
The study is based on both primary and secondary data. Primary data have been collected 
from three special schools X, Y and Z (names of the special schools are not used in the paper 
to maintain confidentiality) of Rajshahi City Corporation. These three schools were selected 
purposively to represent education services available to children with intellectual 
impairment in Rajshahi, one of the large cities located in the western part of the country. All 
the teachers and the guardians of intellectually impaired students of those three schools were 
the respondents. Three focus group discussion (FGD) sessions were organized in the schools 
with the teachers. A group of 4-6 teachers attended the FGD session in each school. In the 
FGD session, the teachers discussed the study contents in the school curriculum and how 
they taught them. Class room observation was also done. A checklist for classroom 
observation was used in the week long observation process of each school (See Table: 3). The 
researchers observed the classes of each school focusing on the content and teaching 
technique of the schools. 

The researchers also contacted 10 guardians and arranged interview sessions with them. 
These parents were also selected purposively. At the time of selecting the guardians for 
interview, some criteria were considered, such as, degree of their interest and concern about 
education of their children, male-female distribution, length of their child’s attendance in 
school, and their availability for interview. Following table shows the demographic 
information of the selected guardians.

Table 1: Selection criteria of the guardians

The interviews focused on parents’ understanding and views about the study contents of 
intellectually impaired students, the selection of the taught skills, ways of teaching learning at 
school and progress of their children. The data collected separately from the teachers and 

Selection criteria X school Y school Z school
Concerned School 4 3 3
Male-Female 2-2 1-2 1-2
Year of Childs’ schooling 3-5 3-5 3-5
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school and progress of their children. The data collected separately from the teachers and 

Selection criteria X school Y school Z school
Concerned School 4 3 3
Male-Female 2-2 1-2 1-2
Year of Childs’ schooling 3-5 3-5 3-5
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parents helped to complement and cross-check information. Written syllabus of School Y was 
used as a document; other schools informed that they didn’t want to share their study content.

The study was qualitative in nature. Both the interview schedule and FGD questionnaire 
were descriptive and had open ended items. The researchers recorded the responses, 
calculated the percentages of the items mentioned by respondents on different 
developmental areas used in the study content and made an inventory of the skills taught and 
the pedagogic techniques used. This material was reviewed and analyzed to draw inferences 
on educational services provided to children including teaching content and teaching 
practices in the three schools. 

4. Diagnosis of intellectual impairment and school admission
It is found that parents brought their children to pediatricians when they noticed that their 
children had delayed growth and development and suspected them to have problems. The 
pediatricians diagnosed the problem as intellectual impairment and suggested that the 
children should get admitted in a special school. About half of the parents claimed that they 
came to know about the school from doctors and pediatricians. Another 30% said they had 
the information from other parents and the rest mentioned other various sources, such as, 
neighbors, relatives, friends etc. The parents analyzed the information and considered 
distance, cost and reputation of school in making their choice. 

It was found that none of the three schools had any standardized screening system for 
determining intellectual impairment or assessing learning needs of students. They relied on 
the judgment of parents and doctors. The researchers were informed in the course of their 
study that the organization Persons With Disability (PWD) was working with National 
Forum of Organizations Working with the Disabled (NFOWD) to develop a standard 
screening scale for students interested to attend the special school.

Appropriate schooling can benefit students with intellectual impairment. It can improve 
their condition and reduce degrees of severity in impairment. (Banerjee, 2013). Generally 
there is no fixed age requirement for admission and the schools do not have specific numbers 
of seats. Students can take admission throughout the year if the school can provide the space. 
One of the three schools reported that they occasionally kept applicants in the waiting list, if a 
child could not be admitted immediately. The age range of the students was found to be from 
3 to 18 years. 

Though the schools do not have a standardized system for determining severity of 
impairment and intelligence level of children, they kept the child under observation for two 
weeks. The teachers try to identify their capabilities, strengths and weakness. Considering 
their capabilities and also talking with parents, teachers prepare an individualized education 
plan (IEP) for each child for a period of 4-6 months. Teachers fix some learning outcomes in 
the IEPs which they try to attain in this time period, before a new IEP is prepared.

5. Life of students in the special schools
Schooling is one of the most valuable parts of human life cycle; intellectually impaired 
people are not an exception. It is found in the study that school is a favorite place for the 
children with intellectual impairment. Most of them appeared to be interested to come and 
stay at school. Basic information about the three schools observed in the city of Rajshahi is 
given in Table 2.

Table 2: Basic Information about 3 Schools for Intellectually Impaired Children in       
              Rajshahi
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School Z
c

10
6

a- 3
b- 2
c- 1

3
3
1

10 square 
feet
Yes

Yes
Yes

School Y
a

15
4

a- 2
b- 1
c- 1

4
4
1

10 square 
feet
Yes

Yes
Yes

School X
c

20
6

a- 3
b- 1
c- 2

6
12
2

25 square 
feet
Yes

Yes
Yes

Items
1. Ownership
Government – a
Private non-profit – b
Private for profit – c
2. Number of Students
3. Number of Teaching Staff
4. Teaching staff qualifications -
Number of teachers with following qualifications:
a. Graduate or post graduate degree + professional 
education training
b. Graduate/post graduate degree only
c. Special education training (short course or 
degree/diploma)
d. Others without the above
5. Number of other staff
6. Number of Classrooms
7. Other rooms (office, storage etc.)
8. Playground (size in square feet)

9. General condition of building (Safe and secure – 
yes or no)
10. Adequate toilet, sanitation and water (yes or no)
11. Electricity with fan in classrooms (yes or no)
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The main characteristics of the classrooms in the observed schools are shown in Table 3.

Table 3: Characteristics of Classrooms in 3 Schools for the Intellectually Impaired in 
Rajshahi (according to the observation checklist)

Frequency
2
1

2
3

1
1
1
3

3

3

3
3
3

3

3

3

Characteristics
Well decorated 
Not decorated
U shape
V shape 
Circle
Rectangle
Column 
Others
≥ 1:10

≥ 1:15

≥ 1:20
Friendly 
Not friendly
NCTB primary curriculum 
School’s own curriculum 
Both NCTB and own curriculum 
Others
NCTB Textbook 
Other textbook 
NCTB and other Textbook 
Lecture
Behavioral modification 
Applied Behavior Analysis
Activity based 
Individual and group  
Yes 
No 
Yes 
No 
Pictorial 
Real object 
Both real object and pictorial 
None 

Items
Classroom decoration

Seating arrangement 

Teacher-student ratio 

Teacher –student interaction 

Curriculum  followed
 

Textbooks used 

Teaching method 

Individualised Educational Plan 
(IEP) 
Lesson plan 

Teaching aids

School X and Y were found with decorated classrooms; these classrooms were decorated 
with colorful charts, pictures and posters. Another classroom was not decorated with these 
types of teaching aids. Every school has two to three classrooms. One room from every 
school was covered with mats; these rooms were used for vocational training. (See 
discussion later). 

Besides a room with mat floor, two other rooms of X school were furnished with desks; these 
desks were arranged in circle. Teachers informed that sometimes they arranged the desks in 
rectangular shape to bring variation. Classrooms of school Y and Z were furnished with big 
tables surrounded by chairs. 

Schools differ in teacher-student ratio; the ratio of school X was ≥1:5, Z was ≥1:10 and Y 

was ≥ 1:15. Friendly interaction was found in every school; and the schools showed 

similarity in teaching technique. They used the behavior modification approach to reduce 
negative behaviors; besides school X and Z used Applied Behavior Analysis (ABA) 
techniques to guide their teaching-learning activities. 

All of the three schools used NCTB provided textbooks. They also use other supportive 
books. Every school prepares IEP for every child; but the researchers were not able to judge 
the quality, appropriateness and proper use of these IEPs. None of the schools prepared any 
lesson plan. 

Without a unified national curriculum guideline for special education of II students, every 
school prepared its own study contents and included different skills in them. The study found 
that school X, Y and Z mainly include six types of skills in the study content, viz., academic, 
behavioral and communication, self-help, social, gross and fine motor and vocational skills. 
Daily and yearly classroom evaluations were made on the basis of IEPs.
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Frequency
3
3
3
3
3
3

3

3

Characteristics
Academic skills
Behavior and Communication skills
Self-help skills
Social skills
Gross and Fine motor skills
Vocational skills
Own format 
According to IEP 
No specific method 
Daily
Weekly 

Items

Skill development areas 

Yearly evaluation

Classroom evaluation 
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6. The study contents 
The three special schools do not differ much in the taught developmental and academic skills. 
All emphasized on academic skills like reading, writing and arithmetic. Some behavior and 
self-help skills are also taught in every school. The study content also covers some social and 
vocational skills. According to the class routine duration of the classes varies from 40 
minutes to 1 hour. The duration of academic and vocational skill class are 1 hour, and other 
class’ duration is 40minutes. Schools sit for 6 days in a week. Six classes held in first five days 
of the week starting from Saturday to Wednesday; on Thursday four classes are held. 

It was found that on average 50% the teaching time as indicated by class routines were 
devoted to teach academic skills, 15% classes covered on behavior and communication 
skills, 20% stressed self-help skills and 10% of the classes were on social skills. Only about 
3% of the classes were held on gross and fine motor skills and the remaining 2% of class time 
covered rudimentary vocational skills. (See Figure 1).

Figure 1: Average Time Distribution for Curriculum Content in 3 Schools for Children 
with Intellectual Impairment

Although Bangladesh does not have a unified special education curriculum, the three schools, 
focusing on intellectual impairment, appears to have developed a very similar pattern of 
curriculum for their students. They have emphasized six content areas as noted above. The 
proportions of time spent in these areas in the three schools also appear to be similar. 

In respect of academic skills, the students are first taught the alphabet, then small and simple 
words. Besides, they are also taught counting, easy and simple subtraction, addition, 
multiplication and division. As intellectually impaired students cannot remember much and 
forget without regular practice, generally it is not possible to teach them big and complex 
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words and sentences and more complex numeracy skills. Their learning is concentrated on 
limited learning areas. Parents generally demand attention to academic skills; as a result 
schools give emphasis on teaching academic skills and design class routine focusing on 
these. One of the teachers described parents’ demand in these words:

As students generally go to school for academic education, parents wish to see special schools in 
that style. They consider this a matter of prestige. Moreover, they believe academic education 
will bring more benefits, which is a misconception, since most of these students cannot do well in 
academic areas and other areas are important for their own well-being. 

Although, schools held only 15% of classes on behavior and communication skills, teachers 
and guardians gave a high rating to success in these areas in reducing negative behavior, i.e., 
hitting and beating other children, shouting, throwing things , engaging in repetitive 
activities. Some estimated that 70 percent of the desired results were achieved in these areas. 
The study also found that School X and Z used Applied Behavior Analysis (ABA) technique 
for correcting negative behavior. Previously it was known as behavior modification. It is the 
application of the classical conditioning to modify human behaviors as part of a learning or 
treatment process. It is simply the application of the behavioral principles that positive or 
negative stimulation served over time as incentive or disincentive to engage in certain 
behaviors. School Y emphasized observation of students and tried to reduce repetitive 
behavior by diverting children to different activities.

Another area of concentration is self-help skills. This area covers doing things necessary for 
personal self-sufficiency without taking help of others in such activities as eating, dressing, 
using the toilet, sleeping, walking, brushing teeth, combing, washing hands, bathing, etc. 
Though the progress in some cases is very slow and dependent on the level of severity of 
impairment of the particular student, schools claim their average success rate as 60% in 
teaching self-help skills. Parents also agree with teachers. “My child has become more 
independent after starting school,” as one of the parents interviewed commented.

Schools include different types of games in the class routine to increase interaction among 
the students, which is helpful to develop social skills. Both teachers and parents agree that 
participation in various social activities and programs help children to socialize among 
themselves; but outside the school II students do not get that opportunity. Most of the 
students can play with others and can exchange his or her views with their play-mates. They 
learn to play football, cricket, and badminton; they also play with dolls, lego, puzzle, ludu 
and computer games. But they mostly lack the ability of solving puzzles, suduko and other 
types of thought related games. Students also particpate in drawing, reciting, singing, 
dancing, skateboarding, and gardening; but some find these tasks difficult. 

One of the teachers explained:
We teach sketching and drawing, writing with chalk and pencil, drawing a particular shape, cutting 
paper with scissors, walking along a set course, and easy sewing etc...but progress for some is very 
slow. Without regular practice they forget what they learn. So practice is essential for them.
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Schools teach these things to improve fine motor skills of the students. For improving gross 
motor skills, schools give therapeutic services, but this service is very limited. Only 3% of 
the school time is spent for gross and fine motor skills. 

Vocational skills are essential for intellectually impaired people to live independently. It 
creates an opportunity for engaging in work that may also be income-earning. The study 
found that only 2% of the school time is spent for vocational education. Schools informed 
that they teach the students making envelops, simple handicrafts, packaging, making things 
with wood and wax, ironing clothes, sewing and embroidery, block and batik printing, 
making mosquito coils, etc. 

The researchers’ observation is that vocational skills are given only cursory attention as 
indicated by the total time spent on it. Parents also expressed a similar view. Teachers also 
thought that the children were not capable of making objects of acceptable quality. As a result 
sellable products could not be prepared. 

7. Classroom practices and student evaluation
Students are taught in a multi-grade arrangement, rather than in separate classes. All students 
are taught the same topic in the same classroom. The students have different types of 
problems in respect of self-help, inter-personal behavior, communication and social areas in 
contrast to general students who can learn these skills naturally, without any special help in 
school. The class routine did not take these differences sufficiently into account, though IEP 
is an attempt to do so.

There is no final or terminal examination in the special schools. As explained by a teacher, 
“Each student has different learning needs and differs in learning speed, it is not possible for 
schools to arrange a combined examination for them.” Children are evaluated according to 
the IEP and each child’s progress is assessed before the next IEP is prepared. 

8. Researcher’s observations
It is obvious that intellectually impaired students need special attention and teaching 
strategies to learn various essential skills. It is very difficult to do well in academic and 
vocational areas without improving self-help, communication skills and social skills. To 
mitigate this challenge, it is necessary to individualise instruction even if the students are 
placed in the same class. A reasonable approach would be to divide the students in groups at 
least in terms of older and newer students in the school. Those who have been longer in the 
school have presumably acquired some of the skills whereas the new ones have not done so. 
Class activities and routines could be varied accordingly.

Greater attention would be needed for new students in self-help skills. They may also need 
different activities and kinds of assistance in behavioral and communication skills. When 
students develop their self-help and self-efficacy skills, they would be better prepared for 

learning academic and vocational skills. Gross and fine motor skills also may have to be 
given greater attention at an early stage for some students. 

It appears that a common routine of activities for all students are followed giving greater 
importance and devoting more time to areas which are given priority by parents. This 
hierarchy of preferences is shown in Figure 2. This order of priority does not necessarily 
reflect the developmental needs and sequence of the intellectually impaired children or what 
may be necessary for their own self-sufficiency, well-being and self-efficacy.

Figure 2: Hierarchy of skills areas as practiced in 3 Special Schools for Intellectually 
Impaired Children

It is reasonable to assume that self-help and self-
efficacy skills are necessary precondition for 
success in academic and vocational skills. The 
researchers suggest grouping of students on this 
basis and organizing IEPs and class routines 
accordingly for the students. This would 
generally imply that for new students a greater 
emphasis would be given to self-help and self-
sufficiency skills and greater time and effort 
would be devoted for those enrolled longer in 
school to academic and vocational learning 
objectives. Based on this premise, two different 
routines for the teaching learning program is proposed as shown in Figure 3.

Figure 3: Suggested Hierarchy in Curriculum and Class Routines for Newer and Older 
Students
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Figure 2: Hierarchy of skills areas as practiced in 3 Special Schools for Intellectually 
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accordingly for the students. This would 
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sufficiency skills and greater time and effort 
would be devoted for those enrolled longer in 
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objectives. Based on this premise, two different 
routines for the teaching learning program is proposed as shown in Figure 3.

Figure 3: Suggested Hierarchy in Curriculum and Class Routines for Newer and Older 
Students
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The two patterns suggested above should be taken as a general guide for preparing IEPs for 
each student and assigning students in group activities within a multi-grade setting in the 
classroom. These are not meant to be taken rigidly, because the aim in a special school should 
be to individualize instruction and teacher-student interaction as much as possible and allow 
as much flexibility as possible to make this happen.

9. Conclusion
Intellectually impaired people in any population group are not few in numbers. They are 
often neglected, oppressed and suppressed in almost every society. It cannot be denied that 
they are an inseparable part of our society and society as a whole is poorer by discrimination 
against them. It is society’s obligation to extend empathy and friendship to them and help 
them live with their rights and dignity. Appropriate educational opportunities for the 
intellectually impaired are the best means to this end. A national curricular framework for 
special education, and within this framework, provisions for the intellectually impaired, is a 
critical step in that direction. The special schools for children with intellectual impairment 
then can design standard programs and can be held accountable for their performance. 
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performance in real classroom situation. More specifically, it has been reported in a wide 
body of research that pre-service teacher trainees who possess a high level of self-efficacy 
for inclusive education tend to show more positive attitudes and take more initiatives to 
minimize challenges in an inclusive classroom. This paper aims to discuss critically the 
origin of the self-efficacy construct, what research claims about pre-service teachers’ self-
efficacy for inclusive education, the current scenario of pre-service teachers’ self-efficacy 
for inclusive education in Bangladesh and implications for professional preparation for 
inclusive education of pre-service teachers who possess self-efficacy attributes..

1. Introduction
Since Salamanca Declaration (UNESCO, 1994), the world has gone through a number of 
reforms regarding inclusive education around the world aiming to make education systems 
welcoming for all learners for achieving the Education For All (EFA). As a result of this, 
schools are now welcoming diverse learners irrespective of their race, gender, class, religion, 
ethnicity, socio-economic conditions and disability. Consequently, teachers are now facing 
more challenges in inclusive classrooms to meet the learning needs of all learners. An OECD 
(2005) study has confirmed that teacher quality is the single most important factor for 
ensuring students’ achievement. Therefore, for meeting the learning needs of all learners in 
an inclusive classroom, teachers have to be prepared adequately. It has also been 
recommended by a wide range of studies that the period of pre-service teacher education is 
the best time to ensure their preparedness for inclusive classrooms. Research studies have 
confirmed that pre-service teachers self-efficacy for inclusive education is an important 
predictor of how teachers will perform in real classroom situations. This paper introduces 
and critically discusses the issue of pre-service teachers’ self-efficacy for inclusive 
classrooms.
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2. Social cognitive theory: The origin of self-efficacy
The self-efficacy concept is derived from the Albert Bandura's (1997) Social Cognitive 
Theory. This theory is a refined version of Bandura's Social Learning Theory, which 
emphasized observation. modeling and vicarious reinforcement as the key factors of human 
learning (Woolfolk, 2007). Later on Bandura gave more importance to cognitive factors for 
learning such as, expectations, beliefs and social influences of models (Woolfolk, 2007). 
According to social cognitive theory, personal factors (i.e. beliefs, attitudes, expectations 
and knowledge); social environmental factors (i.e. people as models, resources, physical 
setting, and consequence of an action/feedback); and individual behavioural/achievement 
outcomes (i.e. individual actions, effort/motivation, choices, verbal statement) interact and 
influence each other in the learning process. Bandura calls this process reciprocal 
determinism (Bandura, 1997; Tuckman, 992; A. Woolfolk, 2007), see Figure 1 adapted from 
Bandura (1997, p 6).

It has been found that three factors of reciprocal determinism influence a person's 
development as well as they are influenced by each other. Among these three factors of the 
reciprocal determinism in social cognitive process of learning, Bandura gave further 
importance to one personal belief factor that has a tremendous influence on peoples' 
behaviour in different social contexts, which he named Self-efficacy (Tuckman, 1992, p. 
279; Woolfolk, 2007). 
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Figure1: Reciprocal determinism-factors that influence learning process adapted from
               Bandura (1997, p. 6)
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Bandura (1997) suggests that if people don't believe that they can generate a desired effect 
through their acts, they will not get enough motivation to conduct the act. Therefore, self-
efficacy belief can be considered as a driving force to human actions. Bandura (1997) defines 
self-efficacy as:

...beliefs in one's capabilities to organize and execute the courses of action required to produce 
given attainments (p. 3).

Self-efficacy is distinct in its notion from self-concept and self-esteem. Self-efficacy is 
considerably context and task specific, whereas self-concept is a much broader concept that 
emerges inside an individual on the basis of judgment of internal and external factors and 
develops a perception of self. Self-efficacy is a part of the development of self-concept 
(Tuckman, 1992; Woolfolk, 2007). Self-efficacy has a more direct impact on behaviour than 
the self-concept (Bandura, 1997). On the other hand, there is no direct relationship of self-
efficacy with self-esteem as self-efficacy is concerned with self-abilities and self-esteem is 
based on the judgment of self-worth (Tuckman, 1992; Woolfolk, 2007). Therefore, one can 
have high self-efficacy in one aspect, but may not have high self-esteem in his/her everyday 
life. 

Teachers' self-efficacy can be defined as the teachers' own belief in his or her capability to 
organize and execute courses of action required to successfully accomplish a specific task in 
a particular context (Tschannen-Moran, Hoy, & Hoy, 1998: 233). According to Bandura 
(1997) any person's (i.e. a teacher’s) self-efficacy belief is dependent on four sources of 
information: mastery experience/performance accomplishment, vicarious experience; 
verbal persuasion and physical and emotional arousal. Mastery experience refers to how 
success/failure in previous task that contributes to increase/decrease respectively the belief 
on specific capabilities (Bandura, 1997; Carpenter et al., 2005; Henson, 2001) Vicarious 
experience refers to the scope of observing other peoples'/models performance to imitate 
those for developing own self-efficacy (Bandura, 1997; Carpenter et al., 2005; Henson, 
2001). It provides opportunity to conduct social comparison of a success/failure of others 
and builds in us the belief of choosing the right strategy for self. Verbal persuasion means 
influence of verbal feedback from others (Bandura, 1997; Carpenter et al., 2005; Henson, 
2001). For example, good mentors help to build up confidence through providing 
constructive feedback. Lastly, physical and emotional arousal means the comfort and 
wellbeing feelings both physically and emotionally for performing a task successfully 
(Bandura, 1997; Carpenter et al., 2005; Henson, 2001). This includes physical and emotional 
status of a person such as, stress, anxiety, rapid heart-beat, nervousness that often act as a 
challenge to a person and the person needs proficiency to overcome such conditions 
(Tuckman, 1992; Woolfolk, 2007). All four of these components can be carefully embedded 
in the pre-service teacher education courses for developing teachers' self-efficacy (Lancaster 
& Bain, 2007). 
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3. Measuring self-efficacy
Different scales have been developed to measure teachers' self-efficacy. The history of 
efficacy measurement shows that it is normally measured by 5-9 point likert scale in a 
quantitative manner (Tschannen-Moran et al., 1998). These scales generally covers 
information on two factors-- General Teaching Efficacy (GTE), which deals with information 
on the belief of teachers' ability to achieve control over the environment for the desired 
outcome, and secondly, Personal Teaching Efficacy (PTE), which is the belief of teachers that 
he or she has the skill to influence students' performance and learning (Romi & Leyser, 2006; 
Tschannen-Moran et al., 1998). These two items actually reflect two concepts of Bandura's 
social cognitive theory. GTE reflects the outcome efficacy and PTE replicates self-efficacy 
(Tschannen-Moran et al., 1998). Bandura differentiated the efficacy expectancy from the 
outcome expectancy as efficacy expectancy is belief in one's capability to perform a 
behaviour and it creates the expected behaviour; whereas, outcome expectation is the belief 
that outcome is caused by the behaviour that occurred (Tuckman, 1992), See Figure 2 adapted 
from Bandura (1977, p 193). Significantly, these two concepts are related to one another.

4. Importance of teachers’ self-efficacy
Evidence shows that teachers' self efficacy has an impact on students' academic achievement 
(Woolfolk, 2007). Change in the level of self-efficacy belief also changes teachers' 
performance (Woolfolk, 2007). Hargreaves (1988) noted, “Changing the teacher…involves 
changing the person…and, therefore, changing the life”. Pre-service teacher education is 
considered as an important stage to change teachers' beliefs and attitudes. Therefore, pre-
service teachers' self-efficacy has received considerable attention from current educational 
researchers. Yet not many research studies have been conducted in this area. A brief review of 
the literature reveals that pre-service teachers showed the evidence of low self-efficacy if 
they were exposed to traditional teaching learning environments such as rigid classroom 
environments, and the use of too much reward and punishment based learning (Cakiroglu, 
2008; Tschannen-Moran et al., 1998) On the other hand, research of Saklofske et al. (1988) 

Figure 2: The difference between efficacy expectancy and outcome expectancy of a
                teacher adapted from Bandura (1977).
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on pre-service practicum teachers found that teachers who had reported high self-efficacy 
were successful in the classroom management, lesson preparation and behavour 
management issues in classroom (cited in Tschannen-Moran et al., 1998). 

Further research reveals that teachers with high self-efficacy have shown proof of applying 
effective teaching-learning strategies, flexible assessment strategies, peer tutoring and 
successful classroom management strategies(Martinez, 2003; Paneque & Barbetta, 2006). 
In contrast, pre-service teachers who did not have proper training and experience to deal with 
children in a diversified educational needs environment showed poor confidence in 
classroom management, providing individual support and offering educational 
accommodation (Martinez, 2003). Besides, pre-service teachers’ efficacy belief increased 
when they had direct field level experience during their pre-service course (Liaw, 2008). 
Cakiroglu (2008) found that pre-service teachers have a preconceived belief in the teaching-
learning process that they experienced during their school age and therefore, teacher 
educators have to face the challenge of bringing them out of that preconceived mindset.

Teachers who have a high level of self-efficacy generally show positive attitudes towards 
inclusive education (Martinez, 2003). Teacher self-efficacy also has an impact on the 
teachers' behavioural characteristics towards taking initiatives, decision making, keeping 
patience in the challenging environment and also improving students' motivation, as a 
consequence of which students turn into high achievers (Paneque & Barbetta, 2006). Pre-
service teachers' self-efficacy is very important for effective teaching, positive attitudes and 
self-confidence development. Many factors can influence pre-service teachers' self efficacy. 
Therefore, it is important to find out the factors that can affect the positive development of 
pre-service teachers' self-efficacy for inclusive education.

5. Pre-service teachers' self-efficacy for inclusive education
Teachers' self-efficacy regarding inclusive education has a significant impact on the 
successful implementation of the philosophy of inclusion (Liaw, 2008; Moeller & Ishii-
Jordan, 1996; Paneque & Barbetta, 2006). However, various factors and contexts can affect 
teachers' self-efficacy development. There are some factors that have a direct impact on the 
development of positive self-efficacy belief of regular teachers regarding dealing with 
children with special needs in the inclusive classroom. Teachers' self-efficacy is found to be 
related to specific contextual factors, subject matter factors and student diversity 
(Tschannen-Moran et al., 1998). One teacher can be highly self efficacious with one group of 
students in teaching a particular subject, but can be very low in self-efficacy in teaching 
another subject to the same group or teaching the same subject to another group of students. 
Therefore, teachers' self-efficacy is not a constant and very much context based, situation 
specific and human diversity oriented. 

This nature of teachers' self-efficacy makes the concept dependent on different personal and 
social factors or event-related variables. This attribute of teachers' self-efficacy provides a 
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5. Pre-service teachers' self-efficacy for inclusive education
Teachers' self-efficacy regarding inclusive education has a significant impact on the 
successful implementation of the philosophy of inclusion (Liaw, 2008; Moeller & Ishii-
Jordan, 1996; Paneque & Barbetta, 2006). However, various factors and contexts can affect 
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related to specific contextual factors, subject matter factors and student diversity 
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another subject to the same group or teaching the same subject to another group of students. 
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This nature of teachers' self-efficacy makes the concept dependent on different personal and 
social factors or event-related variables. This attribute of teachers' self-efficacy provides a 
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better understanding of the reciprocal determinism process of a teacher through evaluating 
personal, social and feedback factors, which has been mentioned in Bandura's social 
cognitive theory (Tuckman, 1992; Woolfolk, 2007). The next section (Table 2) presents a 
brief review of the literature that explores the variables that effect pre-service teachers' self-
efficacy. For this research purpose, four broad categories have been selected to describe 
variables that are related to pre-service teachers' self-efficacy for inclusive education. These 
categories of variables are: teacher-related, inclusive/special education related course, 
experience with children with special needs and course structure-related variables.

Table 2: Variables that affect pre-service teachers' self-efficacy for inclusive education

Teacher-
related 
variables

Gender

Age

Grade level 
of joining

Teaching 
Experience

Woodcock, 2008

Romi and Leyser, 
2006

Cakiroglu, 2008

Weisel and Dror, 
2006

Bender,  Vail and 
Scott, 1995

Moeller & Ishii-
Jordan, 1996

Liaw, 2008

Carpenter et al., 
2005; Liaw, 
2008; Paneque & 
Barbetta, 2006; 
Romi & Leyser, 
2006

Female pre-service teachers in Australia 
got higher scores in both GTE and PTE 
scales than the male teachers.  
Israeli female pre-service teachers 
showed high self-efficacy towards 
inclusive education than the male pre-
service teachers.
Gender was not a significant factor for 
high/low self-efficacy in the USA and 
Turkey
Younger teachers' self-efficacy toward 
children with special needs is much 
more positive than the older teachers.
Teachers in different districts of Georgia 
who were teaching in the higher grades 
were more negative than the teachers of 
lower grades towards mainstreaming.
Senior grade school teachers show more 
positive attitude towards inclusion than 
junior/primary school teachers
Teachers who had higher levels of 
educational qualification showed less 
positive tolerance towards inclusion.
The most experienced teachers had 
shown less tolerance to the changes 
related to inclusive education and 
children with special needs
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Experience 
with 
children 
with special 
needs

Experience 
in teaching 
and/or of 
having 
disability in 
the family/ 
relatives

Romi and Leyser, 
2006

Woodcock, 2008

Liaw, 2008; 
Moeller & Ishii-
Jordan, 1996

Significant difference was found in the 
self-efficacy of pre-service teachers in 
Israel who had much experience in 
dealing with children with special needs 
previously in comparison with those 
who had little or no experience at all. 
No significant difference was found in 
either GTE or PTE between pre-service 
teachers who had or did not have 
previous experience with children with 
learning disabilities.
If teachers had past experiences (like 
teaching a child with a disability before 
or having a child with a disability in the 
family or among the relative circle) in 
dealing with children with special needs 
they showed evidence of positive self-
efficacy

Variable 
type

Inclusive/ 
special 
education 
related 
course

Focal Issue

Curriculum 
content

Reference

Romi and 
Leyser, 2006

Woodcock, 
2008

 
Kim, 2006

Key findings

Study conducted on 3 groups of Israeli 
teachers shows that the group who were in 
the special education major had 
significantly higher level of self-efficacy 
than the non-formal and formal education 
major groups.
Australian pre-service teachers who 
completed the compulsory course on 
inclusive education showed significantly 
higher levels of efficacy than the other 
group who did not complete.
Teachers from the unified model structures 
showed higher self-efficacy than the 
segregated and regular curriculum major 
groups.

Table 2: (Cont.) Variables that affect pre-service teachers' self-efficacy
              for inclusive education
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It is clear from the research findings mentioned above that developing a simple conclusion 
about the impact of different variables on pre-service teachers' self-efficacy for inclusive 
education is not possible. Therefore, further research on this issue is required. 

6. Bangladeshi pre-service teachers’ self-efficacy for inclusive education
Bangladesh, like many other countries, has taken several policy as well as reform initiatives 
for implementing inclusive education (Ahsan, 2013; Ahsan & Burnip, 2007; Ahsan & 
Mullick, 2013). Those initiatives include several reforms to ensure pre-service teachers’ 
preparedness for inclusive education. While there is a large body of research conducted in 
developed countries regarding pre-service teachers’ self-efficacy for inclusive education, 
there are a few studies available in Bangladeshi context that explored pre-service teachers’ 
self-efficacy for inclusive education.

A recent study conducted by Ahsan, Sharma & Deppeler (2012) with 1623 pre-service 
teachers in Bangladesh reported that Bangladeshi pre-service teachers possess a high level 
of self-efficacy for inclusive education. The study used the Teacher Efficacy for Inclusive 
Practice (TEIP) scale (Sharma, Loreman & Forlin, 2011) for measuring pre-service 
teachers’ self-efficacy for inclusive education. This study was conducted with primary level 

Variable 
type

Course 
structure-
related 
variables

Focal Issue

Experience 
of diversity 
focused 
classroom 
during 
practicum 

Length of 
the course

Reference

Knoblauch 
and Hoy, 2007

 
Lancaster and 
Bain,2007; 
Paneque and 
Barbetta, 2006
Campbell & 
Fyfe, 1995; 
Graham & 
Thornley, 
2000
Moeller and 
Ishii-Jordan, 
1996

Key findings

Study on 102 primary level pre-service 
teachers in the USA through a pre and post 
test design show that post-test scores of 
self-efficacy in the pre-service teachers 
after their practicum experience was much 
higher than the pre-test scores.
Inclusion of field level experience of 
inclusive settings during practicum 
increases pre-service teachers' confidence

Practicum offers a scope for student-
teachers to apply perceived ability, skills 
and knowledge gained in the teacher 
preparation program

Teachers who had gone through a longer 
teacher education courses showed more 
acceptance of children with diverse needs.

pre-service teachers who were enrolled in C-in-Ed programs and with secondary level pre-
service teachers who were enrolled in 1-year B.Ed programmes offered by the Teachers’ 
Training Colleges (TTCs) and 4-year B.Ed Programmes offered by several universities. The 
study further found that pre-service teachers who had previous experience with children 
with disabilities and had interaction with people with disabilities showed higher teaching-
efficacy than those who did not have. Besides, the study also found that having knowledge of 
local legislations regarding inclusive education contributed in developing higher self-
efficacy among pre-service teachers.

The study of Ahsan et al. (2012) found that three results from his study are in sharp contrast to 
the popular research findings around the globe. Those three results were: a) secondary level 
pre-service teachers had higher self-efficacy than primary level counterparts; b) female pre-
service teachers had lower self-efficacy than male counterparts and c) pre-service teachers of 
1-year long programme had higher self-efficacy than those who were in 4-year long 
programme. 

To explore the reasons behind the contrasting results, another study was conducted by 
Ahsan, Deppeler and Sharma (2013), which reported that quality of curriculum, background 
education of teacher educators, pre-service teachers’ age and previous education contributed 
to differing results found in primary-secondary pre-service teachers and also those in 1-year 
and 4-year programmes. Regarding gender and self-efficacy it was found that male-
dominating Bangladeshi socio-cultural context contributed to developing lower self-
efficacy among female pre-service teachers than in their male counterparts. Findings of 
these studies also indicate that several demographic variables as well as specific socio-
cultural context contribute to developing self-efficacy for inclusive education among pre-
service teachers in Bangladesh as it was observed in Bandura (1997)’s Social Cognitive 
Theory and in other international literature mentioned previously. All these finding have 
several policy implications for promoting pre-service teachers’ higher self-efficacy for 
inclusive education. The next section discusses the issue in brief.

7. Discussion and Conclusion
Pre-service teachers’ self-efficacy for inclusive education has the potential to predict their 
preparedness for inclusive classrooms. It has been observed in the international literature 
that several teacher-related, teacher education course-related and other demographic 
variables contribute to predicting pre-service teachers’ self-efficacy for inclusive education. 
Those observations are also applicable for the Bangladeshi contexts. If the research findings 
related to the effect of variables are considered seriously, pre-service teachers will be better 
prepared with higher self-efficacy for inclusive education. For example, in the Bangladesh 
(Ahsan et al., 2012) context, it was found that pre-service teachers who had interaction and 
experience with children with disabilities previously showed higher self-efficacy for 
inclusive education. Therefore, if pre-service teacher education programmes offer 
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the popular research findings around the globe. Those three results were: a) secondary level 
pre-service teachers had higher self-efficacy than primary level counterparts; b) female pre-
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1-year long programme had higher self-efficacy than those who were in 4-year long 
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To explore the reasons behind the contrasting results, another study was conducted by 
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to differing results found in primary-secondary pre-service teachers and also those in 1-year 
and 4-year programmes. Regarding gender and self-efficacy it was found that male-
dominating Bangladeshi socio-cultural context contributed to developing lower self-
efficacy among female pre-service teachers than in their male counterparts. Findings of 
these studies also indicate that several demographic variables as well as specific socio-
cultural context contribute to developing self-efficacy for inclusive education among pre-
service teachers in Bangladesh as it was observed in Bandura (1997)’s Social Cognitive 
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(Ahsan et al., 2012) context, it was found that pre-service teachers who had interaction and 
experience with children with disabilities previously showed higher self-efficacy for 
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opportunities to deal with children with disabilities during teachers’ preparedness stage, they 
will be better prepared for inclusive classrooms.

It was also found in the Bangladesh context that knowledge about local legislations 
regarding inclusive education developed higher self-efficacy among pre-service teachers. 
Hence, pre-service teacher education curriculums must include this information while 
revising it for ensuring inclusive education. In addition, it is also a thought-provoking 
finding that quality of teacher education curriculum is more important than the length of the 
curriculum. If the policy makers and curriculum developers consider revising policies and 
pre-service teacher education programmes from the self-efficacy development perspective, 
it will definitely provide opportunity for future teachers to be prepared for the inclusive 
classrooms more confidently. 

Commitment, wisdom and motivation to bringing innovation are expected from the key 
people to ensure such quality in the pre-service teacher education programmes. As Bill Gates 
said: 

“Humanity’s greatest advances are not in its discoveries, but in how those discoveries are applied 
to reduce inequity..” --Bill Gates in the Harvard University Speech 2007 (Gates 2007).

Indeed human beings become the best creation of the universe when they employ their 
wisdom for removing inequalities in society. This is an aphorism all concerned with 
inclusive education must keep in mind.

References

Ÿ Ahsan, M. T. (2013). “National Baseline Study for developing a model of inclusive primary 
education in Bangladesh project based on secondary data.” Dhaka: Plan International Bangladesh.

Ÿ Ahsan, M. T. & Burnip, L. (2007). “Inclusive education in Bangladesh.” Australasian Journal of 
Special Education, 31(1), 61-71.

Ÿ Ahsan, M. T., Sharma, U. & Deppeler, J. (2012 a). “Exploring pre-service teachers’ perceived 
teaching-efficacy, attitudes and concerns about inclusive education in Bangladesh”. International 
Journal of Whole Schooling, 8 (2), 1-20.

Ÿ Ahsan, M. T., Deppeler, J., & Sharma, U. (2013). “Predicting pre-service teachers’ preparedness 
for inclusive education: Bangladeshi pre-service teachers’ attitudes and perceived teaching-
efficacy for inclusive education”. Cambridge Journal of Education, 43 (4), 517-535. 
DOI:10.1080/0305764X.2013.834036

Ÿ Ahsan, M. T. & Mullick, J. (2013). “The journey towards inclusive education in Bangladesh: 
Lessons learned”. Prospects, 43(2), 151-164. Doi: 10.1007/s11125-013-9270-1

Ÿ Bandura, A. (1977). “Self-efficacy: Toward a unifying theory of behavioral change”. 
Psychological Review, 84, 191-215.

Ÿ Bandura, A. (1997). “Self-efficacy: The exercise of control”. New York: W.H. Freeman and 
Company.

Ÿ Bender, W. N., Vail, C. O., & Scott, K. (1995). “Teachers' attitudes to increased mainstreaming: 
Implementing effective instruction for students with learning disabilities”. Journal of Learning 
Disabilities, 28, 87-94.

Ÿ Cakiroglu, E. (2008). “The teaching efficacy beliefs of pre-service teachers in the USA and 
Turkey”. Journal of Education for Teaching, 34(1), 33-44.

Ÿ Campbell, D. M., & Fyfe, B. (1995). “Reforming teacher education: The challenge of inclusive 
education”. Paper presented at the Extended Annual Meeting of the Association of Independent 
Liberal Arts Colleges for Teacher Education, Washington DC.

Ÿ Carpenter, L., Cavanagh, J., & Hyde, M. (2005). “Teacher education students attitude towards 
inclusive education” [online]. Paper presented at the Stimulating the 'Action' as Participants in 
Participatory Research: Volume 1; 187-197.

Ÿ Gates, B. (2007). “Bill Gates in the Harvard University Graduation Speech 2007”. Retrieved 18 
January, 2011 from http://www.youtube.com/watch?v=AP5VIhbJwFs&feature=related 

Ÿ Graham, S., & Thornley, C. (2000). Connecting classrooms in pre-service education: conversation 
for learning. Asia-Pacific Journal of Teacher Education, 28(3), 235-245.

Ÿ Hargreaves, A. (1988). “Culture of teaching”. In A. Hargreaves & M. Fullan (Eds.), Understanding 
Teacher Development. London: Cassell.

Ÿ Henson, R. K. (2001). “Teacher self-efficacy: Substantive implications and measurement 
dilemmas”. Paper presented at the Annual Meeting of the Educational Research Exchange at the 
Texas A&M University, Texas.

Ÿ Kim, J.-R. (2006). “The influence of different types of teacher preparation programs on preservice 
teachers' attitudes toward inclusion, their self-efficacy and their instructional practices”. 
Unpublished Ph.D Thesis, Graduate School of Syracuse University, MI, USA.

Ÿ Knoblauch, D., & Hoy, A. W. (2007). "’May be I can teach those kids.’ The influence of contextual 
factors on student teachers' efficacy beliefs”. Teaching and Teacher Education, 24, 166-179.

Ÿ Lancaster, J., & Bain, A. (2007). “The design of inclusive education courses and the self-efficacy 
of preservice teacher education students”. International Journal of Disability, Development and 
Education, 54(2), 245-256.

Ÿ Liaw, E.-C. (2008). “Teacher efficacy of pre-service teachers in Taiwan: The influence of 
classroom teaching and group discussions” (In press). Teaching and Teacher Education XXX, 1-5.

Ÿ Martinez, R. S. (2003). “Impact of a graduate class on attitudes towards inclusion, perceived 
teaching efficacy and knowledge about adapting instruction for children with disabilities in 
inclusive settings”. Teacher Development, 7(3), 473-494.

Ÿ Moeller, A. J., & Ishii-Jordan, S. (1996). “Teacher efficacy: A model for teacher development and 
inclusion”. Journal of Behavioral Education, 6(3), 293-310.

Ÿ OECD. (2005). “Teachers Matter: Attracting, developing and retaining effective teachers”. Paris: 
OECD Publishing.

Ÿ Paneque, O. M., & Barbetta, P. M. (2006). “A study of teacher efficacy of special education 
teachers of English language learners with disabilities”. Bilingual Research Journal, 30(1), 171-
193.

Bangladesh Education Journal 49



48   Bangladesh Education Journal

opportunities to deal with children with disabilities during teachers’ preparedness stage, they 
will be better prepared for inclusive classrooms.

It was also found in the Bangladesh context that knowledge about local legislations 
regarding inclusive education developed higher self-efficacy among pre-service teachers. 
Hence, pre-service teacher education curriculums must include this information while 
revising it for ensuring inclusive education. In addition, it is also a thought-provoking 
finding that quality of teacher education curriculum is more important than the length of the 
curriculum. If the policy makers and curriculum developers consider revising policies and 
pre-service teacher education programmes from the self-efficacy development perspective, 
it will definitely provide opportunity for future teachers to be prepared for the inclusive 
classrooms more confidently. 

Commitment, wisdom and motivation to bringing innovation are expected from the key 
people to ensure such quality in the pre-service teacher education programmes. As Bill Gates 
said: 

“Humanity’s greatest advances are not in its discoveries, but in how those discoveries are applied 
to reduce inequity..” --Bill Gates in the Harvard University Speech 2007 (Gates 2007).

Indeed human beings become the best creation of the universe when they employ their 
wisdom for removing inequalities in society. This is an aphorism all concerned with 
inclusive education must keep in mind.

References

Ÿ Ahsan, M. T. (2013). “National Baseline Study for developing a model of inclusive primary 
education in Bangladesh project based on secondary data.” Dhaka: Plan International Bangladesh.

Ÿ Ahsan, M. T. & Burnip, L. (2007). “Inclusive education in Bangladesh.” Australasian Journal of 
Special Education, 31(1), 61-71.

Ÿ Ahsan, M. T., Sharma, U. & Deppeler, J. (2012 a). “Exploring pre-service teachers’ perceived 
teaching-efficacy, attitudes and concerns about inclusive education in Bangladesh”. International 
Journal of Whole Schooling, 8 (2), 1-20.

Ÿ Ahsan, M. T., Deppeler, J., & Sharma, U. (2013). “Predicting pre-service teachers’ preparedness 
for inclusive education: Bangladeshi pre-service teachers’ attitudes and perceived teaching-
efficacy for inclusive education”. Cambridge Journal of Education, 43 (4), 517-535. 
DOI:10.1080/0305764X.2013.834036

Ÿ Ahsan, M. T. & Mullick, J. (2013). “The journey towards inclusive education in Bangladesh: 
Lessons learned”. Prospects, 43(2), 151-164. Doi: 10.1007/s11125-013-9270-1

Ÿ Bandura, A. (1977). “Self-efficacy: Toward a unifying theory of behavioral change”. 
Psychological Review, 84, 191-215.

Ÿ Bandura, A. (1997). “Self-efficacy: The exercise of control”. New York: W.H. Freeman and 
Company.

Ÿ Bender, W. N., Vail, C. O., & Scott, K. (1995). “Teachers' attitudes to increased mainstreaming: 
Implementing effective instruction for students with learning disabilities”. Journal of Learning 
Disabilities, 28, 87-94.

Ÿ Cakiroglu, E. (2008). “The teaching efficacy beliefs of pre-service teachers in the USA and 
Turkey”. Journal of Education for Teaching, 34(1), 33-44.

Ÿ Campbell, D. M., & Fyfe, B. (1995). “Reforming teacher education: The challenge of inclusive 
education”. Paper presented at the Extended Annual Meeting of the Association of Independent 
Liberal Arts Colleges for Teacher Education, Washington DC.

Ÿ Carpenter, L., Cavanagh, J., & Hyde, M. (2005). “Teacher education students attitude towards 
inclusive education” [online]. Paper presented at the Stimulating the 'Action' as Participants in 
Participatory Research: Volume 1; 187-197.

Ÿ Gates, B. (2007). “Bill Gates in the Harvard University Graduation Speech 2007”. Retrieved 18 
January, 2011 from http://www.youtube.com/watch?v=AP5VIhbJwFs&feature=related 

Ÿ Graham, S., & Thornley, C. (2000). Connecting classrooms in pre-service education: conversation 
for learning. Asia-Pacific Journal of Teacher Education, 28(3), 235-245.

Ÿ Hargreaves, A. (1988). “Culture of teaching”. In A. Hargreaves & M. Fullan (Eds.), Understanding 
Teacher Development. London: Cassell.

Ÿ Henson, R. K. (2001). “Teacher self-efficacy: Substantive implications and measurement 
dilemmas”. Paper presented at the Annual Meeting of the Educational Research Exchange at the 
Texas A&M University, Texas.

Ÿ Kim, J.-R. (2006). “The influence of different types of teacher preparation programs on preservice 
teachers' attitudes toward inclusion, their self-efficacy and their instructional practices”. 
Unpublished Ph.D Thesis, Graduate School of Syracuse University, MI, USA.

Ÿ Knoblauch, D., & Hoy, A. W. (2007). "’May be I can teach those kids.’ The influence of contextual 
factors on student teachers' efficacy beliefs”. Teaching and Teacher Education, 24, 166-179.

Ÿ Lancaster, J., & Bain, A. (2007). “The design of inclusive education courses and the self-efficacy 
of preservice teacher education students”. International Journal of Disability, Development and 
Education, 54(2), 245-256.

Ÿ Liaw, E.-C. (2008). “Teacher efficacy of pre-service teachers in Taiwan: The influence of 
classroom teaching and group discussions” (In press). Teaching and Teacher Education XXX, 1-5.

Ÿ Martinez, R. S. (2003). “Impact of a graduate class on attitudes towards inclusion, perceived 
teaching efficacy and knowledge about adapting instruction for children with disabilities in 
inclusive settings”. Teacher Development, 7(3), 473-494.

Ÿ Moeller, A. J., & Ishii-Jordan, S. (1996). “Teacher efficacy: A model for teacher development and 
inclusion”. Journal of Behavioral Education, 6(3), 293-310.

Ÿ OECD. (2005). “Teachers Matter: Attracting, developing and retaining effective teachers”. Paris: 
OECD Publishing.

Ÿ Paneque, O. M., & Barbetta, P. M. (2006). “A study of teacher efficacy of special education 
teachers of English language learners with disabilities”. Bilingual Research Journal, 30(1), 171-
193.

Bangladesh Education Journal 49



50   Bangladesh Education Journal

Ÿ Romi, S., & Leyser, Y. (2006). “Exploring inclusion preservice training needs: a study of variables 
associated with attitudes and self-efficacy beliefs”. European Journal of Special Needs Education, 
21(1), 85-105.

Ÿ Sharma,U., Loreman, T. &Forlin, C. (2011). “Measuring teacher efficacy to implement inclusive 
practices”. Journal of Research in Special Educational Needs. doi: 10.1111/j.1471-
3802.2011.01200.x 

Ÿ Tschannen-Moran, M., Hoy, A. W., & Hoy, W. K. (1998). “Teacher efficacy: Its meaning and 
measure”. Review of Educational Research, 68(2), 202-248.

Ÿ Tuckman, B. W. (1992). “Educational psychology: From theory to application”. Orlando, FL: 
Harcourt Brace Jovanovich College Publishers, Inc.

Ÿ UNESCO. (1994). “The Salamanca statement and framework for action on special need 
education”. Spain: UNESCO.

Ÿ Weisel, A., & Dror, O. (2006). “School climate, sense of efficacy and Israeli teachers' attitudes 
toward inclusion of student with special needs”. Education, Citizenship and Social Justice, 1(2), 
157-174.

Ÿ Woodcock, S. (2008). “Diagnosing potential: preservice teachers' understanding and expectations 
of students with learning disabilities”. Unpublished PhD Thesis, University of Wollongong.

Ÿ Woolfolk, A. (2007). “Educational psychology” (Tenth ed.). Boston, USA: Pearson Education, 
Inc.

Ÿ Woolfolk, A. E., & Hoy, W. K. (1990). “Prospective teachers' sense of efficacy and beliefs about 
control”. Journal of Educational Psychology, 82(1), 81-91.

Abstract 
Academic integrity refers to a professional code of conduct in academia which specifically 
means practising principles and values of academic honesty. Teachers, research scholars 
and students have a joint responsibility to uphold and practice academic honesty and 
integrity. In an institution of higher learning, teachers as the mentors and guides of students 
have a greater responsibility than others to promote academic integrity. An enquiry about 
the understanding and practice of academic integrity in selected institutions of higher 
learning in Mysore, in the Indian State of Karnataka, shows that there is a lack of 
understanding among a substantial number of faculty, research scholars and students about 
the concept of academic integrity and what constitutes various forms of academic 
dishonesty. The study, based on a sampling of 100 selected students, teachers and research 
scholars, also shows that there is a great deal of tolerance and acceptance of academic 
dishonesty, in part because the problem is not given serious attention in the institutions and 
established procedures and rules of conduct to deal with the incidences are lacking. 
Suggestions for tackling the problem favour enforcing measures to detect offences and 
imposing punishment, combining these with establishing an academic code of conduct and 
inculcating professional values.

Key words: Academic integrity, Academic dishonesty, Institutions of higher learning in 
Mysore, Promoting academic integrity 

1. Background 
Academic dishonesty and cheating is a familiar problem in higher education, but it is often 
not very well reported or publicly discussed. University authorities may be concerned that 
such cases, if they come to light, will tarnish the reputation of the institution. Keith-Spiegel 
(1996) reported that among a sample of almost 500 university professors, 20 percent 
reported they had ignored to take further measures in evident cases of cheating. Many 
university teachers hesitate to take action against cheating behaviour because of the stress 
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and discomfort that follows. Maramark and Maline (1993) suggested that faculties often 
choose not to involve departmental or university authorities, but handle the observed 
cheating on an individual level, making it invisible in university documents and, thus, 
unknown to the university authorities.

Jendreck (1992) concludes that students prefer to handle the problem informally rather than 
by using formal university code of conduct as they fear of this being placed in their academic 
records. Students’ belief that "everyone cheats" or that cheating is a normal part of life 
(Baird, 1980) encourages cheating. The adage "cheaters never win" may not apply in the case 
of academic dishonesty. With cheating rates as high as 75% to 87% (Baird 1980; Jendreck 
1989) among students and detection rates as low as 1.30% (Haines et al., 1986), academic 
dishonesty is reinforced, not punished, by the way it is generally handled. (Davis, Grover, 
Becker & McGregor, 1992, p. 17). 

Drake over seventy years ago reported that students in general have no strong sentiments 
against academic dishonesty and they don’t cooperate to control it (1941). The research 
conducted by Parr (1936) and Drake (1941), separately which involved extensive analyses 
of academic integrity issues, resulted in numerous interesting findings. It was found that 
students who graduated in the upper one-third of their class were far more honest than those 
who ranked in the middle and lower thirds (Parr 1936). He reported that students became less 
dishonest as they progressed in their education (ibid.). Bowers (1964) examined student 
dishonesty and reported underclassmen had an increased incidence of cheating as compared 
to upperclassmen. According to him, cheating in respect of term papers and assignments was 
considered to be a deviance where deviance is conceptualized as something which was not 
going according to the prescribed rules, but cannot be called illegitimate. Both students and 
faculty members considered copying related to term paper or assignments as a form of 
cheating that was not a moral issue (ibid.).

Miller and Parlett (1973) tried to investigate the frequency, methods and causes of academic 
dis-integrity. According to them, the definitions of cheating also varied as a result of change 
in ideas about moral development with time and influence of others including peer groups. 
Pressure to perform well, lack of studying strategy, poor understanding of the subject and 
other factors related to experience as a student are also responsible for creating temptation 
for academic misconduct.

2. Academic integrity: the nature of the challenge 
The research conducted on academic integrity in institutions of higher learning is generally 
based on two premises: first, the students understand the nature of academic dishonesty and 
recognize that violating academic integrity norms in educational institutions is unacceptable 
student behaviour; second, there is a relationship between student’s attitudes on cheating and 
the student’s belief that specific practices are either not termed as cheating or cheating of a 

non-serious nature. The strong belief that cheating in an academic context is a non-
punishable offence in itself is a big influence in fostering a mindset to engage in academic 
dishonesty.

Students’ attitude, belief and understanding about the issues of academic integrity have to be 
addressed in dealing with the problem. In George Washington University, for example, the 
question is looked upon as one of personal honesty and of violation of law in respect of 
intellectual property rights. In the mid-90s the ‘Code of Academic Integrity’ was designed and 
written with the help of students, faculties and other educationists along with the University 
administrators. An Academic Integrity Office was created and an Academic Integrity Council 
was formed to promote and manage all procedures associated with the code. This very step of 
the George Washington University led to many such structured steps taken up by other 
institutions worldwide and it has turned out to be a hot topic of debate in academia. 

3. What is academic dishonesty: Definition of terms
In a narrow sense academic dishonesty can be defined as a deliberate attempt at 
misrepresentation of one’s performance, and falsification, forgery or fabrication of any 
information and data, to gain academic reward or recognition. 

Academic dishonesty includes:
Cheating: Deliberately using or attempting to use unauthorized materials or 
misrepresentation of such materials for individual gain. 

Fabrication and forgery: Misrepresentation of data, information, or citations in any 
scholarly exercise.

Plagiarism: Using other people’s work (words, ideas, data, theories, etc.) without giving 
proper credit and citation and claiming it as one’s own original work. 

Multiple submission: Submitting academic documents (viz., an article) to more than one 
journal or editor /publisher of a book at the same time with minor changes. 

Professional misconduct: Deliberate and improper assessment of an academic work, 
negligence of professional duty, or breach of agreed or commonly understood professional 
code of conduct.

The present study has been done in selected higher learning institutions located in Mysore 
district of Karnataka. The purpose was to explore the challenges that higher educational 
institutions faced in respect of academic integrity. This is an area that has been ignored as a 
subject of research in our part of the world. 

4. Aim of the study
This study is an attempt to increase the level of understanding about the academic code of 
conduct, principles and values to be followed at any higher educational institution. The study 
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explored practice and attitude about academic dishonesty among the teaching faculties and 
the research scholars in selected institutions of higher learning in and around Mysore city in 
India. Academic code of conduct and professional code of conduct in academia are regarded 
synonymous for this study.

The main questions posed in the study were:
• Are the participants aware about the term and the concept of ‘academic integrity’?

• How prevalent are activities which can be construed as academic dishonesty?

• What forms of academic dishonesty have participants indulged in?

• What reasons do scholars and faculties offer to explain or justify their involvement in 
academic dishonesty?

• What efforts are made to cope with the problems of academic dishonesty? 

The study was conducted in University of Mysore and other institutions of higher education 
in and around Mysore. Data were collected from the respondents of various categories 
including university faculties and research scholars. 

5. Research Methodology 
 The data for the study were collected through a one time cross sectional survey 

Sampling:
A sample of 100 faculty members, advanced students and research scholars were selected 
using purposive sampling technique from two local universities, ten degree colleges and two 
research institutes in Mysore. Purposive sampling technique was used to ensure inclusion in 
the sample of people who have been actively involved in certain academic activities, 
especially academic writing, research and teaching. Fifty-four were form science disciplines 
and 46 were in arts and humanities. Sixty-seven were male and thirty- three female 
participants. They were in the age range of 22- 60 years; 70 percent of whom were below the 
age of forty.. The details of the sample are given below in Table 1.

Table 1: Description of the Study Sample 

Bangladesh Education Journal 55

Instruments and analysis of data:
The qualitative data generated from survey, interviews and focus groups have been 
thematically coded in the NUD*IST database software and indexed to identify dominant 
themes and to link those themes with specific research questions. The quantitative data have 
been analyzed using SPSS software. The thematically indexed discourse from various 
schedules has been converted into an extended set of dummy variables and entered into the 
SPSS database. 

The following instruments of observations were developed and used for collection of both 
quantitative and qualitative data.

1. Faculty Schedule

2. Research and Post-graduate Students Schedule 

There were altogether 25 questions in each questionnaire, of both open and close ended 
types..

6. Main Findings 
The findings are presented by organsisng the results under several headings reflecting the 
research questions posed for the study. 

a. What forms of academic dishonesty are most prevalent?
In responding to question about types of academic dishonesty the respondents encountered 
frequently, it was reported that plagiarism was most common, followed by academic 
misconduct (breach of accepted standard in professional interaction, negligence of duty, 
improper assessment of academic work), multiple submission for publication of the same or 
similar professional work, falsification and fabrication, claiming student’s work as one’s 
own, and using crib notes by students during examination. (Table 2).

Table 2: Prevalence of Forms of Academic Dishonesty as Indicated by Participants’ 
Response

Level Number Science Discipline Arts Discipline
Respondents

1 Professors  30 17 13
2 Associate Professors 20 9 11
3 Assistant  Professors 10 5 5
4 Research Scholars 20 11 9
5 PG Students 15 9 6
6 Others 5 3 2

Total 100 54 46

of  

Types of academic dishonesty identified by
respondents (N=100)

Yes, it’s a
serious

problem

No, it is
not a major

problem 

Total

Plagiarism  70 30 100
Professional misconduct 64 36 100
Multiple submissions for publication of same work 59 41 100
Falsification   and fabrication  52 48 100 
Claiming students work as own  by the faculty 48 52 100
Using crib notes 36 64 100
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b. Understanding of forms of academic dishonesty
Questions were posed to determine how the respondents defined and understood different 
forms of academic cheating. Plagiarism, the most common academic dishonesty, also 
appears to be defined correctly by the highest proportion of respondents. Two thirds (65%) 
understood plagiarism to be “cut-and-paste” work, i.e., using the work of others without 
attributing the source and passing it as one’s own. A third (34%) defined fabrication correctly 
as making up data or factual information. Almost a third (31%) also understood the meaning 
of falsification and forgery as deliberate misrepresentation of data and information. These 
statistics suggest that while the large majority of the members of the academic community 
was knowledgeable about the concept and meaning of plagiarism, the most common 
academic misconduct, the large majority, on the other hand, did not have a clear 
understanding of the other forms of academic misconduct. Ignorance in this case, however, 
may not be innocence. Without clearly defining or understanding certain behaviour as 
misconduct, the students and faculty may be practitioners of the improper practices. 

c. Reasons for academic dishonesty 
Why did faculties and students indulge in academic cheating? Forty-five percent of the 
teachers and 55% of the scholars and students were of the opinion that cheating was 
necessary in order to enhance their credibility in the eyes of their colleagues and seniors. 
Research scholars were concerned about proving their worth in the eyes of the supervisor 
and considered it necessary to cheat for that purpose. Twenty-one percent of the teachers and 
double the number of students (43%) indicated that no one ever gets punished for academic 
cheating. Research scholars were asked why they personally felt the need to resort to 
dishonesty. About half of them (48%) responded that they felt themselves to be under 
pressure to advance themselves and prove themselves professionally, which was an 
incentive to be dishonest in their academic endeavours. Students said that to avoid failing in 
the examination at any cost, to get good marks in assignments and to improve and maintain 
high academic credentials they adopted dishonest academic practices. 

d. Academic dishonesty and moral failing
A distinction appears to be made between academic dishonesty or misconduct and moral 
dishonesty or failing. The former apparently was seen as less egregious than what may be 
described as a moral failing (which would be described from a religious point of view as a 
sinful act). However, more than half of the respondents (53%) thought cheating in the 
academic arena should be considered as a professional misconduct as well as a moral failing. 
A fifth would like to see this primarily as a moral misconduct, whereas a quarter (26%) saw 
this as just as professional misconduct. 

e. Who is responsible for upholding academic integrity
When it came to taking responsibility for academic integrity, the opinion was predominantly 
in favour of assigning the responsibility to the teaching faculty. Sixty percent of the 

respondents thought that teachers were responsible for the behaviours associated with 
academic dishonesty among students, whereas only fourteen percent said that students who 
indulged in such behaviour should bear the primary responsibility.. On the other hand, 26% 
of the responses indicated that both teachers and students were equally responsible for the 
prevailing situation. The dominant view appears to be that in educational institutions 
teachers have the responsibility and the obligation to help moral development of students as 
well as their intellectual skills. 

f. Provision for maintaining academic integrity 
The faculties and students were asked about their knowledge about the rules and regulations 
that the institution has regarding academic integrity. They were also asked how often 
university policies and regulations on academic dishonesty were discussed with them. To 
our surprise, no one was aware about such guidelines in the university dealing especially 
with academic cheating. Approximately one-third of the students responded that faculty 
never or rarely discussed these issues with them. Approximately 54% of the faculty members 
indicated that they never or rarely discussed university policies and guidelines on their own 
with the students. If someone enquired about that then only they explained such things.

We gave the faculty a list of three behaviours associated with academic integrity which were- 
honesty (not indulging in cheating in academic activities), responsibility (not neglecting 
academic duties) and trust (expectation that people in academia will not be dishonest), and 
asked the respondents to rank them in order of importance. The majority of the responses 
placed honesty at the top, followed by responsibility and trust respectively. We also enquired 
about their opinion on establishing an ‘Assessment Committee’ to scrutinize academic 
misconduct. Sixty percent supported such a move; 20% were not in favour of this, and the 
rest had no opinion on this question, . 

g. What should be done if someone is found indulging in academic dishonesty?
Thirty percent of all respondents said that they would report an incidence of academic 
dishonesty to the authorities. Forty percent of the students said that they would ignore the 
incident and the rest were unsure, some saying that it depended on the seriousness of the 
offense. Twenty-eight percent of the faculties said that they would definitely report dishonest 
conduct to the authorities, 24% would express disapproval but would not report the 
incidence. The remaining faculties said that they would be lenient in the case of first offence 
and let it go with stern warning.

Forty percent of the students thought it was acceptable to cheat, if one was not at risk of being 
caught and if the teachers were not so concerned about it, Both students and teachers thought 
that the seriousness of the offence should be considered in reporting an incidence, but what 
was a serious offence remained a subjective judgment in the absence of clear criteria and 
code of conduct. 
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understood plagiarism to be “cut-and-paste” work, i.e., using the work of others without 
attributing the source and passing it as one’s own. A third (34%) defined fabrication correctly 
as making up data or factual information. Almost a third (31%) also understood the meaning 
of falsification and forgery as deliberate misrepresentation of data and information. These 
statistics suggest that while the large majority of the members of the academic community 
was knowledgeable about the concept and meaning of plagiarism, the most common 
academic misconduct, the large majority, on the other hand, did not have a clear 
understanding of the other forms of academic misconduct. Ignorance in this case, however, 
may not be innocence. Without clearly defining or understanding certain behaviour as 
misconduct, the students and faculty may be practitioners of the improper practices. 

c. Reasons for academic dishonesty 
Why did faculties and students indulge in academic cheating? Forty-five percent of the 
teachers and 55% of the scholars and students were of the opinion that cheating was 
necessary in order to enhance their credibility in the eyes of their colleagues and seniors. 
Research scholars were concerned about proving their worth in the eyes of the supervisor 
and considered it necessary to cheat for that purpose. Twenty-one percent of the teachers and 
double the number of students (43%) indicated that no one ever gets punished for academic 
cheating. Research scholars were asked why they personally felt the need to resort to 
dishonesty. About half of them (48%) responded that they felt themselves to be under 
pressure to advance themselves and prove themselves professionally, which was an 
incentive to be dishonest in their academic endeavours. Students said that to avoid failing in 
the examination at any cost, to get good marks in assignments and to improve and maintain 
high academic credentials they adopted dishonest academic practices. 

d. Academic dishonesty and moral failing
A distinction appears to be made between academic dishonesty or misconduct and moral 
dishonesty or failing. The former apparently was seen as less egregious than what may be 
described as a moral failing (which would be described from a religious point of view as a 
sinful act). However, more than half of the respondents (53%) thought cheating in the 
academic arena should be considered as a professional misconduct as well as a moral failing. 
A fifth would like to see this primarily as a moral misconduct, whereas a quarter (26%) saw 
this as just as professional misconduct. 

e. Who is responsible for upholding academic integrity
When it came to taking responsibility for academic integrity, the opinion was predominantly 
in favour of assigning the responsibility to the teaching faculty. Sixty percent of the 

respondents thought that teachers were responsible for the behaviours associated with 
academic dishonesty among students, whereas only fourteen percent said that students who 
indulged in such behaviour should bear the primary responsibility.. On the other hand, 26% 
of the responses indicated that both teachers and students were equally responsible for the 
prevailing situation. The dominant view appears to be that in educational institutions 
teachers have the responsibility and the obligation to help moral development of students as 
well as their intellectual skills. 

f. Provision for maintaining academic integrity 
The faculties and students were asked about their knowledge about the rules and regulations 
that the institution has regarding academic integrity. They were also asked how often 
university policies and regulations on academic dishonesty were discussed with them. To 
our surprise, no one was aware about such guidelines in the university dealing especially 
with academic cheating. Approximately one-third of the students responded that faculty 
never or rarely discussed these issues with them. Approximately 54% of the faculty members 
indicated that they never or rarely discussed university policies and guidelines on their own 
with the students. If someone enquired about that then only they explained such things.

We gave the faculty a list of three behaviours associated with academic integrity which were- 
honesty (not indulging in cheating in academic activities), responsibility (not neglecting 
academic duties) and trust (expectation that people in academia will not be dishonest), and 
asked the respondents to rank them in order of importance. The majority of the responses 
placed honesty at the top, followed by responsibility and trust respectively. We also enquired 
about their opinion on establishing an ‘Assessment Committee’ to scrutinize academic 
misconduct. Sixty percent supported such a move; 20% were not in favour of this, and the 
rest had no opinion on this question, . 

g. What should be done if someone is found indulging in academic dishonesty?
Thirty percent of all respondents said that they would report an incidence of academic 
dishonesty to the authorities. Forty percent of the students said that they would ignore the 
incident and the rest were unsure, some saying that it depended on the seriousness of the 
offense. Twenty-eight percent of the faculties said that they would definitely report dishonest 
conduct to the authorities, 24% would express disapproval but would not report the 
incidence. The remaining faculties said that they would be lenient in the case of first offence 
and let it go with stern warning.

Forty percent of the students thought it was acceptable to cheat, if one was not at risk of being 
caught and if the teachers were not so concerned about it, Both students and teachers thought 
that the seriousness of the offence should be considered in reporting an incidence, but what 
was a serious offence remained a subjective judgment in the absence of clear criteria and 
code of conduct. 
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h. Action to be taken to enhance academic integrity
Asked to indicate one most important measure that could be taken to promote academic 
integrity, more than a third of respondents put their trust on a technological solution – use of 
software to track plagiarism. This response also indicated that plagiarism was considered the 
most serious academic offence at least by these respondents. The next most frequent 
response by 28% of respondents regarding action to prevent dishonesty was imposing severe 
punishment. Raising awareness of students about the concept and practice of academic 
honesty was closely behind with 23% respondents favouring this solution as the priority 
measure. Moral persuasion through establishing an academic code on honesty and 
inculcating the values of honesty were the measures favoured by only 10 and 5% of the 
respondents respectively (Table 3).

Table 3: How Academic Integrity can be Promoted (Single Most Preferred Measure)

7. Comments on findings
 A review of relevant literature and the exploratory study based on a sample of the academic 
community in selected institutions of higher learning in Mysore show that the question of 
academic integrity is a serious and live issue that can jeopardise and undermine the basic 
academic mission of higher education. Different facets of the problem include 
understanding and perception of it, in what various forms it is manifested, its prevalence, and 
what is done or can be done to overcome the problem. 

The exploratory exercise with a relatively small sample of faculty and research scholars and 
post-graduate students indicate that there is general awareness of the problem and its 
prevalence. Certain forms of academic dishonesty can be clearly identified to be more 
widespread than others. There are, however, differing views and perceptions about the 
seriousness of the problem, the danger it may pose to the academic endeavor, how it is 
handled and how it should be handled in the institutions of higher learning.

Plagiarism is recognized as the most common form of academic dishonesty which is indulged 
in by faculty and students. Academic or professional misconduct, a rather broad category, 
which involves subjective judgment, also comes out towards the top of the list of problems. 
This indicates a general sense of dissatisfaction about the bahaviour and conduct of members of 
the academic community, even if specific offence cannot be clearly pointed out and quantified.

Interestingly, students copying from crib sheets during examinations, popularly regarded as 
a common problem, appears low on the list compared to other forms of academic dishonesty 
and misconduct. 

The large majority of respondents agreed on plagiarism as a widely prevalent problem, but 
they were divided in their views about other forms of dishonesty – many of which may be 
related to plagiarism. These included falsification, forgery and different kinds of academic 
misconduct. This response may be a function of what is done about creating awareness of the 
problem, letting it be known clearly what acceptable norms of behavior are and how the 
norms are emphasized and enforced in academic life. 

It is interesting that apparently a distinction is made between professional dishonesty and 
moral dishonesty – the former seen as less egregious than the latter, which is linked to the 
concept of sinful acts. 

Teachers and faculty members are seen as the main actors in the academic community in 
creating awareness about academic norms of behavior and in preventing and taking action 
against offences. Students apparently take the cue from their teachers and make judgments 
about what they can get away with, what is acceptable and what the consequences are of 
offensive behaviour. 

There is a general absence, or at least inadequate explanation and dissemination, and 
enforcement of rules, regulations, procedures and mechanisms for applying and 
implementing norms of academic behavior. Vagueness about perception of academic 
dishonesty and lack of clarity about what a serious misconduct is, as well as a separation of 
the moral (personal and religious) and academic spheres of life undermine action regarding 
academic integrity. These factors lead to a lack action or inconsistent action about 
acknowledging or reporting offences, requiring compliance, and imposing punishment. 

What can be done? The recognition of plagiarism as the most serious problem has prompted 
the suggestion of reliance on technology to identify and prevent this form of offence. 
Establishment of rules and codes of conduct and rigorous punishment also have been seen as 
necessary steps. The preference seems to be for external imposition of preventive and 
punitive measures rather than creating internal incentive and motivation by creating 
awareness, making professional behavior a part of one’s personal and moral code of conduct, 
and inculcating values and principles in the academic institution and in academic life. 

 8. Concluding Comments
 Academic integrity is at the heart of the university’s core mission of imparting and creating 
knowledge and upholding academic standards and expectations in both teaching and 
research. How the values and principles associated with academic integrity is communicated 
and applied in the academic community is critical to carrying on the academic endeavours. 

A model code of academic integrity, containing definitions and examples of forms of 
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Response Frequency %Count
1 Using advanced  software to detect academic dishonesty l 34 34.0
2 Imposing severe punishment for academic dishonesty 28 28.0
3 Promoting awareness about academic honesty among students 23 23.0
4 Establishing  university code on academic honesty  10 10.0
5 Inculcating moral values among the scholars 5 5.0

Total 100 100.0
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academic dishonesty and misconduct, the consequences of infractions and rewards and 
recognition for adherence to the norms have to be clearly framed, implemented and the 
means and mechanisms for implementation established in every institution of higher 
learning. 

The obvious first step is to recognize the seriousness and prevalence of the problem. While 
there is a general acceptance of the existence of the problem, how the threats to academic 
integrity endangers the pursuit of basic academic missions and the many far-reaching 
implications of it needs to be discussed and debated in the academic community with 
leadership given by the policy makers and stakeholders in the academic endeavour. 

External imposition of rules and application of preventive and punitive measures have to be 
part of the total effort to promote and uphold academic integrity. But these alone cannot be 
the wholly effective and long term approach. Creating awareness, inculcation of values, 
establishing collectively as the academic community the codes of conduct for faculty, 
researchers and students are necessary to support both the external measures and internal 
incentive and motivation to internalize and practise the norms of academic integrity. 
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