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Preface

This seventeenth Report of Educa�on Watch has tried to explore a rela�vely new area – Secondary School
Teachers in Bangladesh in the Light of SDG 4. The study has examined the state of teachers of secondary

ins�tu�ons and their role in educa�onal development in Bangladesh. It has a�empted to explore for policies
teacher development, their status, understanding of pedagogy and curriculum and their teaching
competence. It has also ventured to explore an almost unexplored area of iden�fying the role and func�ons
of teacher associa�ons. The analysis of the state of teachers in Bangladesh in rela�on to SDG 4 and
correla�ons among various issues related to teachers’ lives, their skills and understanding has enriched the
study.

Both quan�ta�ve and qualita�ve techniques were used for the study that included document analysis,
sample survey, in-depth interviews, and focus group discussions. Five types of secondary educa�onal
ins�tu�ons including (i) Government Schools; (ii) Non-Government (private) Schools; (iii) Colleges (which
house both secondary and higher secondary under the same roof; (iv) Dakhil Madrasahs; and (v) Senior
Madrasahs (providing Alim, Fazil and Kamil educa�on altogether) were covered under the survey. 

The research has emphasized on a favorable student-teacher ra�o, more effec�ve increased training on
pedagogy, subject-based training and con�nuous professional development as well as expansion of the use
of appropriate technologies in educa�on. It has recommended that the annual teacher assessment should
be linked with their classroom performance. It has flagged up the issue of disparity with regard to teachers’
educa�onal qualifica�ons, availability of infrastructure and other facili�es among different types of
ins�tu�ons. In addi�on, revisi�ng the promo�on policy and change of designa�on with the change of grade
for job sa�sfac�on was also suggested. The role of teacher associa�ons commensurate with the needs of
21st century came up as a per�nent issue. A similar study on teachers of primary educa�on to understand
the full picture of our school educa�on system has been strongly recommended by the Research Team for
taking necessary ac�ons in line with SDG 4.

We strongly urge upon the policymakers of Bangladesh to take note of the findings of this study and to
make use of the evidence, analyses and policy recommenda�ons. Strong poli�cal commitment
accompanied with pragma�c strategies, adequate alloca�on and judicious use of resources and con�nuous
monitoring will be required to prepare our next genera�on, par�cularly the disadvantaged to contribute
to na�on-building and enable them to perform well as a global ci�zen. All development actors par�cularly
the government, poli�cal par�es, corporate sector, CSOs and development partners should strengthen
their efforts for human capability enhancement for a country that has already shown its poten�al to achieve
the SDGs. 

We would like to express our sincere thanks to Sir Fazle Hasan Abed KCMG, Chairperson of Educa�on Watch,
Mr A Mushtaque R Chowdhury, Convener of Educa�on Watch and Mr Kazi Rafiqul Alam, Chairperson of
CAMPE for their con�nued guidance to the Educa�on Watch Team. The Educa�on Watch is privileged to
have the unflinching support of CAMPE for more than two decades. Its staff has all along played significant
role in producing the annual watch reports and facilita�ng their dissemina�on. Our sincere apprecia�on
goes to them for their �reless effort despite CAMPE’s struggle to maintain regular flow of funds for the
purpose.
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Mr Samir Ranjan Nath took the lead in carrying out the study and preparing the report. We are grateful to
him and other members of the research team including Prof. M. Nazmul Haq, Mr Rasel Babu, Ms Nowreen
Yasmin, Mr M. Anwar Hossain, and Ms Saira Hossain, among others. The panel of reviewers comprising
Prof. Dr. Syed Shahadat Hossain, Mr Shaymal Kan� Ghosh, Principal Quazi Faruque Ahmed and Dr. Zia Us
Sabur deserve our special thanks for their valuable comments on the dra�. Our sincere gra�tude to the
Educa�on Watch community, who par�cipated in various sharing sessions on the dra� report, provided
valuable sugges�ons on the design, approach and findings of the study. Their contribu�on in preparing the
key messages and policy recommenda�ons of this report is highly appreciated.

Our apprecia�on will remain incomplete if we do not acknowledge the contribu�on and wholehearted
coopera�on of the Secondary and Higher Educa�on Division (SHED) of Ministry of Educa�on, Directorate
of Secondary and Higher Educa�on (DSHE), Directorate of Madrasah Educa�on (DME), Bangladesh Bureau
of Educa�on Informa�on and Sta�s�cs (BANBEIS) and other relevant government agencies for their support
in different stages of the study. 

We would like to extend our thanks to the respondents of the survey, par�cularly heads of the ins�tu�ons
and teachers for sharing their thoughts, experience and other per�nent informa�on to the research team. 

Mr K M Enamul Hoque, Mr Ghiasuddin Ahmed and Ms Mirza Quamrun Naher of CAMPE who played
important roles at various stages of the study deserve a lot of apprecia�on.

Educa�on Watch and its reports have been possible due to the generous support received from BRAC
par�cularly Mr Asif Saleh, the Execu�ve Director, BRAC. Besides, Prof. Abdul Bayes, former Director of the
Research and Evalua�on Division (RED) of BRAC and Dr Erum Mariam, Director BRAC IED provided generous
support as and when we requested it. Modest  financial support was extended from the Global Partnership
for Educa�on (GPE) through Global Campaign for Educa�on (GCE) under the Civil Society Educa�on Fund
(CSEF). We acknowledge their assistance and express our deep apprecia�on.

Finally, we would like to request the readers, users and well-wishers of Educa�on Watch to send us their
sugges�ons, if any, regarding the selec�on of topics for research, improvement of quality of research,
presenta�on style or any other issue related to our watch studies. Our efforts will be worthwhile if this
report could serve as a useful input in the key decision-making process for improving secondary educa�on
in Bangladesh. 

Let us all work for building a be�er future, a beau�ful Bangladesh. 

Dhaka Rasheda K. Choudhury
October 2019 Execu�ve Director, CAMPE

Member-Secretary, Educa�on Watch      
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A.   Background
Research on teachers strongly suggest that ‘teacher quality’ is the single most important factor for quality
educa�on. They are considered as the key to any educa�on systems in the world. Teachers’ not only perform
curricular-related ac�vi�es with their students, their role in shaping and reshaping curriculum and effec�ve
running of educa�onal ins�tu�ons are also vital. It is more cri�cal in a fast changing globalized world. As
such the issues related to teachers become a priority for public policy and debate. Keeping quality educa�on
at the heart, the fourth Sustainable Development Goal (SDG 4) included the following specific target related
to teachers: 

By 2030, sustainably increase the supply of qualified teachers, including through
interna�onal coopera�on for teacher training in developing countries, especially least
developed countries and small developing states.

This is associated to the first SDG target which calls for ‘effec�ve learning outcome’ for all boys and girls.
Describing the teacher as a fundamental condi�on for guaranteeing quality educa�on, it was suggested in
a UNESCO document that they should be empowered, adequately recruited and remunerated, mo�vated
and professionally qualified, and supported with well-resourced, efficient and effec�vely governed system. 

Research on teachers is scanty at best in Bangladesh. Fortunately, various issues pertaining to teachers
were touched in several past studies under the Educa�on Watch, including a dedicated study on primary
school teachers in 2000. None of these studies, however, considered ‘school teachers’ as the main theme
of explora�on. Under the circumstances, the Educa�on Watch group decided to explore the various issues
related to teachers. Because of the broadness of the area and the issues therein, the study concentrated
only on secondary school teachers.

As of 2018, secondary educa�on in Bangladesh comprised of 29,330 ins�tu�ons, 358,907 teachers, and
12,197,554 students. It consists of three major streams which are general, madrasa, and voca�onal. The
general stream is the largest with 67.7% of ins�tu�ons and teachers, followed by the madrasas covering
31.7%. The voca�onal stream is the smallest with only 0.6%. Of the students, 82.9% go to schools under
the general stream, 16.9% under madrasa stream, and only 0.2% under voca�onal stream. Unlike the
primary, most of the secondary ins�tu�ons are run by private ini�a�ves, but with government financial
support in terms of teacher salary. The secondary educa�onal ins�tu�ons in the public sector comprise of
only 1.2% of the ins�tu�ons, and 2.4% of the teachers and students. 

Because of the demand, the expansion of the secondary educa�on sector is s�ll taking place. During 2008-
2016, the number of ins�tu�ons increased by 3.7%, teachers by 13.2%, and students by 43.4%. This resulted
in a modest increase in the teacher-ins�tu�on ra�o, but higher increase in the student-ins�tu�on and
student-teacher ra�os. As men�oned above, the Government of Bangladesh made subven�on (popularly
known as Monthly Payment Order or MPO) available to about 83% of the non-government ins�tu�ons of
all streams and over 89% of the teachers. The subven�on increased by 2.3 �mes over the past five years,
with BDT 87,943.6 million (US$ 1,047 million) for the FY 2015-16.

B.   Objec�ve and research methodology

Keeping the teachers in the centre, this study examined and documented the state of secondary school teachers
and their roles in educa�onal development in Bangladesh. The following specific issues were explored:
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a. Policies related to development of teachers for secondary educa�on in Bangladesh;
b. Social, educa�onal, professional, and economic statuses of the teachers;
c. Teachers understanding of pedagogy and curriculum and their teaching competence;
d. Role and func�ons of teacher associa�ons;
e. State of the teachers in Bangladesh with regard to the fourth Sustainable Development Goal (SDG

4); and
f. Correla�ons among various issues related to teachers lives and their skills and understanding.

In terms of the research methods, a combina�on of both quan�ta�ve and qualita�ve techniques was used.
This included document analysis, sample survey, in-depth interviews, and Focus Group Discussions. The
study universe included those ins�tu�ons which provided the full range of secondary educa�on (from grade
VI to X). The following five types of secondary educa�onal ins�tu�ons were covered: 

� Government School;
� Non-Government (private) School;
� School & College (ins�tu�ons which house both secondary and higher secondary  under the same

roof;
� Dakhil Madrasa; and
� Senior Madrasa (providing Alim, Fazil and Kamil educa�on altogether).

One hundred and twenty educa�onal ins�tu�ons from each type were randomly selected for the
quan�ta�ve part of the study, the sampling frame for which was provided by the Bangladesh Bureau of
Educa�onal Informa�on and Sta�s�cs (BANBEIS). Five permanent teachers (appointed against approved
posi�ons) were randomly sampled from each of the selected ins�tu�on. The study sample thus comprised
of 3,000 teachers and 600 educa�onal ins�tu�ons. The teacher survey included a Perceptual Teaching
Competence Scale (PTCS) for ge�ng a sense of their teaching competence.  Qualita�ve inves�ga�on was
carried out in 10 ins�tu�ons located in five upazilas. It also included observa�on of 30 classrooms, and in-
depth interviews with 10 heads of ins�tu�ons and 30 Assistant Teachers. The fieldwork for this study was
carried out during September-October 2018 and in January 2019.

C.   Policies related to teacher development 

The Directorate of Secondary and Higher Educa�on (DSHE) under the Ministry of Educa�on is the key agency
to implement secondary educa�on in Bangladesh. The DSHE recruits teachers for Government secondary
schools. The School Managing Commi�ee (SMC), on the other hand, recruits teachers for the other types.
The applicants need to qualify the teachers’ registra�on test administered by the Non-government Teachers
Registra�on and Cer�fica�on Authority (NTRCA). This is done in line with UNESCO’s recommenda�on for
teachers’ licensing. The Dr Qudrat-e-Khuda Educa�on Commission (1974) for the first �me highlighted the
importance of teacher training. The Commission argued that like any other professions, appropriate and
adequate training is required in teaching. The Educa�on Commission of 1988 men�oned that pre-service
and refreshers’ training should be introduced for the secondary school teachers. Acknowledging the
limita�ons of the teacher training ini�a�ves, the Na�onal Educa�on Policy of 2010 opined that the teachers
training in the country was very tradi�onal, insufficient, cer�ficate-based, loaded with theore�cal contents
and so on. It thus recommended the Bachelor of Educa�on (BEd) degree as the pre-requisite. It also
recommended introducing co-curricular ac�vi�es during the training.  
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Policy documents by UNESCO and others put importance on teachers’ professional status and benefits to
ensure quality educa�on. However, a clear discrimina�on is evident in terms of wage and benefits between
the government and non-government secondary teachers in Bangladesh. The Government school teachers
enjoy many more benefits including house-rent, medical allowance, fes�val allowance, and yearly
increment. In addi�on, benefits such as �ffin allowance, rest and recrea�on allowance, �me scale salary
increase, and pension are admissible only for the Government school teachers. To determine the salary
and benefits of teachers, UNESCO set some basic principles such as na�onal income level, minimum living
standard, comparator professions, and educa�on authori�es’ revenue capacity. Unfortunately, these were
not adequately considered for any of the schools. Teachers’ promo�on is almost impossible in the secondary
educa�on system. A�er a certain period of �me the grades of the teachers are increased which result in
some addi�on in salary and benefits keeping the designa�on the same – Assistant Teacher. In case of the
Non-government schools the promo�onal process is even worse. For such teachers, the Na�onal Educa�on
Policy 2010 recommended that teachers should be promoted through a compe��ve process considering
their qualifica�ons.

D.   The educa�onal ins�tu�ons in sample

Majority of the educa�onal ins�tu�ons sampled for the survey were established a�er the Independence
of Bangladesh. Of the ins�tu�ons, 1.1% were established in the 19th century (1832-1900), 10.7% during
the start of 20th century to the end of the Bri�sh rule in India (1901-1947), 24.1% during the Pakistan
period (1947-1971), 29.1% during the first two decades of Bangladesh era (1972-1990), and remaining 35%
more recently (1991-2016).Whereas, 38% of the rural ins�tu�ons were established before the
Independence of Bangladesh, only a quarter of the ins�tu�ons in urban loca�ons were established during
that period. Similarly, about three-quarters of the madrasas were established a�er the libera�on of
Bangladesh, but less than 60% of the schools were established during that period. The Government schools
were established rela�vely earlier than others.

The majority of the four types of private ins�tu�ons (87.8%) were receiving government subven�on. They
were 94.2% of the Non-government schools, 90% of the School & Colleges, 98.3% of the senior madrasas,
and 67.5% of the Dakhil madrasas.Majority of the educa�onal ins�tu�ons in the sample were co-ed (91.6%).
7.1% were for girls only and 1.3% were for boys only. Most of the ins�tu�ons established during the Bri�sh
period were predominantly for boys and those established during Bangladesh period were for both girls
and boys. Propor�on of ins�tu�ons established exclusively for girls was significantly higher in Bangladesh
period than in any other previous period. 

Number of students in the ins�tu�ons varied from 58 to 4,775. Mean number of students per ins�tu�on
was highest in Government schools (900), followed by School & Colleges (795), Non-government schools
(564), senior madrasas (273), and Dakhil madrasas (210), respec�vely. Propor�on of girls was
52.9%.Number of teachers per ins�tu�on varied from 5 to 84. It was 12 for a quarter of the ins�tu�ons, 11
for 18.3%, and 10 for 11.9%. Whereas, on average, the Government schools had 25.5 permanent teachers,
the others had 10-14 teachers. The ins�tu�ons, on average, had 13.4 approved posi�ons, but 11.6 were
actually filled up. A half of the ins�tu�ons recruited temporary teachers thereby shoo�ng the average to
13.5. A quarter of the teachers were females in all ins�tu�ons. Whereas a third of the teachers of
Government schools and School & Colleges were females, it was much lower in the madrasas (18%). 

There were 46 students against a permanent teacher, which decreased to 39 on recruitment of temporary
teachers. The highest student-teacher ra�o was found in School & Colleges, followed by Non-government
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schools, Government schools, senior madrasas and Dakhil madrasas, respec�vely. The ra�o was more than
40:1 in 56% of the ins�tu�ons before recruitment of temporary teachers, which decreased to 39.6% on
recruitment of them. 

E.   The teachers and their families

Age of the teachers varied from 21 to 60 years with a mean 42.2 years. Over 94% of them were married,
17.8% were non-Muslims, and 1.5% came from small ethnic groups. Average family size was 4.2.Overall,
12.5% of the teachers were first genera�on learners in their families, meaning that none of their parents
had schooling. This was 16.3% in Dakhil madrasas, 14.7% in senior madrasas, 11.3% in Non-government
schools, 9% in School & Colleges, and 5% in Government schools.

Of the spouses of the teachers, 19.3% had a Master’s degree, 25.5% had a Bachelor’s degree, 20.7%
completed higher secondary educa�on, 19.8% completed secondary educa�on, and 14.6% did not
complete secondary level. Spouses of the Government school teachers were much ahead of their peers in
terms of educa�onal qualifica�ons, followed by those of School & Colleges, Non-government schools, senior
madrasas and Dakhil madrasas, respec�vely.

Over 53% of the teachers had at least one person in the family who chose teaching as profession, beside
themselves. They include parents (11.8%), elder siblings (19.1%), younger siblings (18.9%), spouses (23.7%),
and offspring (2.1%). Ins�tu�on type wise, 68.8% of the Government school teachers had at least one teacher
family member, which was 56.3% in School & Colleges, 55.2% in Non-government schools, 53.7% in senior
madrasas, and 43.8% in Dakhil madrasas. Such type of family member was observed more among female
teachers than males (66.1% versus 49.4%), and among school teachers than madrasa teachers (55.7% versus
47.9%). For the remaining, s/he was the first person in the family who took teaching as a profession.

F.   Educa�on and training of teachers

The minimum educa�onal qualifica�on for being a secondary school teacher in Bangladesh is a Bachelor’s
degree. Majority of the teachers in the sample (48.8%) had a Master’s degree, 48.2% had a Bachelor’s
degree and the remaining 3% had only higher secondary schooling.Over three-quarters of the teachers
studied exclusively under general stream, a third studied in madrasa stream and the remaining in both. As
expected, propor�on of madrasa educated teachers was more in the madrasas (47.3%) than in schools
(11.7%). A very high propor�on of the teachers got their primary educa�on from the public educa�onal
ins�tu�ons (82.6%), which was 5.3% at junior secondary level, 5.2% at secondary level, 24.4% at higher
secondary level, 44.9% at undergraduate level, and 58.9% at graduate level. Propor�onately more school
teachers studied in public ins�tu�ons than those of madrasas. 

Majority of the teachers studied Humani�es in their educa�onal life. Propor�on of teachers studying
Humani�es was 49.1% at secondary level, which went up to 74.8% at Master’s level. A reverse direc�on
was therefore observed in their study of Science, which gone down from 45.4% at secondary level to 17.1%
at Master’s level.Nearly 58% of the teachers achieved at least a second division in each of the first three
public examina�ons (secondary, higher secondary and Bachelor’s), which declined to 33.2% when all four
examina�ons were considered (including Master’s).

Two-thirds of the teachers got professional training such as Bachelor of Educa�on (BEd), Master of
Educa�on (MEd), Bachelor of Madrasa Educa�on (BMEd) or Bachelor of Physical Educa�on (BPEd). School
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teachers were more likely to have such training than their Madrasa counterpart (79.4% versus 39.5%) and
the females were more likely to do so than the males (76.9% versus 62.9%). The teachers also received a
number of subject based training and various short courses in recent years, especially since 2011. Overall,
78.2% of them got subject based training and 83.6% got various short courses. Teachers had more training
in Mathema�cs, English, and Religion as against Science, Accoun�ng, Bangla, and Bangladesh & Global
studies. The main short training courses included Informa�on and Communica�on Technology (ICT),
crea�ve ques�on prepara�on, teachers’ curriculum guide, teaching quality improvement, skills based
training, and na�onal curriculum. None of these courses reached more than a third of the secondary
teachers.A mixed impact was observed regarding use of training in classroom teaching. A sec�on of the
teachers reported that they were ge�ng benefits of training through using those in classrooms; however,
another sec�on blamed the school context or themselves for not using them.

G.   Choice of profession, income and job sa�sfac�on

The teachers varied in terms of their aim in life. Majority of the teachers (58.7%) had aimed to take teaching
as profession; the others wanted to be a doctor, an engineer, a government servant, a police/defence officer,
a banker, or a businessperson. A small sec�on (3.3%) had no aim in life. A Master’s degree holder female
teacher who had an elder sibling a teacher and father had incomplete secondary educa�on was more likely
to have teaching as the aim in life.

Teaching in the present ins�tu�on was the first job for 53.2% of the teachers. A fi�h of the teachers had
taught in other ins�tu�ons, 16.5% moved to teaching from a number of non-teaching jobs, and 10%
experienced both teaching and non-teaching jobs before their current job. The current one was the second
job for 64.4% of the teachers of Government schools, a half of those of Non-government schools and School
& Colleges, and about 40% of those of madrasas. Before entering in their present job, over a half of the
Government school teachers worked for private educa�onal ins�tu�ons and 30% of the teachers of private
ins�tu�ons worked for a similar ins�tu�on.The length of service was eight years or less for a quarter of the
teachers, 9-16 years for another quarter, 17-22 years for the third quarter, and 23-40 years for the fourth
quarter. Overall, the mean length of service was 16.3 years with a standard devia�on of 9 years.

Teaching was reported to be the principal occupa�on of all of them; however, two-thirds of them claimed
to have a second occupa�on. Teaching was the only occupa�on for 39.7% of the male and 10% of the
female teachers. Whereas, a fi�h of all teachers claimed household management as their second
occupa�on, 86% of the female teachers claimed so. The other occupa�ons include agriculture (23.3%),
private supplementary tutoring (11.3%), small or medium business (4.4%), aquaculture (2.8%), and others
(5.7%). Teaching was the only profession of 57.8% of the Government and a third of the teachers in other
ins�tu�ons.

The teachers earned BDT 273,672 annually; of which 85.5% from their principal occupa�on, i.e., teaching.
A wide varia�on existed in income. Teachers belonging to the highest quin�le of income earned about 3.5
�mes of those belonging to the lowest quin�le. The Government school teachers were the top earners.
Their annual income was 1.9 �mes of the grant (MPO) and 3.8 �mes of the non-grant (non-MPO) teachers
of the other ins�tu�ons. Considering the past year’s income and expenditure from all sources, 5% of the
teachers rated their households as always in deficit, 20.2% as some�mes in deficit, 34.9% as breakeven,
and 40% as surplus. A posi�ve rela�onship was observed between annual income and household food
security status.
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Majority of the teachers were sa�sfied with their profession and ins�tu�ons, but not with the remunera�on.
Overall, 26.3% of the teachers were ‘sa�sfied’ with each of the three issues concerned, 46.4% were
‘sa�sfied’ with current profession and ins�tu�on, but not with remunera�on, 16% were ‘sa�sfied’ only
with profession, but not with the rest two issues, and 11.3% fell in other categories. About 55% of the
Government school teachers expressed their sa�sfac�on in all three areas concerned, which was 30.2%
among the teachers of School & Colleges, 27% among those of senior madrasas, 26.3% among those of
Non-government schools, and 21% among those of Dakhil madrasas. About a third of the teachers wished
to change their current ins�tu�on and 5.2% wished to change their teaching profession.

H.   Teaching, workload and supervision

The teachers did not teach in each secondary grade – 63% taught at grade VI, 71.1% at grade VII, 83.4% at
grade VIII, and over 90% at grades IX and X. They, on average, taught 3.3 subjects with a range from one to
nine. As per class rou�ne, they were supposed to conduct 23.7 periods per week involving 16 hours 10
minutes. The lowest quin�le of teachers, in terms of workload, were responsible to conduct 3-18 periods
per week, which was more than 28 periods for the highest quin�le. Though the teachers conducted most
of the periods as required, they thought they were overloaded and thus proposed to reduce it by 21.5%. 

Overall, 57.3% of the teachers were directly engaged in preparing class rou�ne and distribu�on of subjects
among the teachers, 29% were not engaged with the process but were consulted before finaliza�on, and
13.7% had no involvement with this. The male teachers were more likely to be involved with the process
than the female teachers. No varia�on was observed between the teachers of schools and madrasas.
Majority of the teachers expressed their sa�sfac�on (fully or most part of it) with the class rou�ne.

Ques�on papers for internal examina�ons were prepared in many different ways. Whereas, 43.7% of the
teachers claimed that they themselves prepared the ques�on papers, 36.8% bought them from Teachers
Union, 14.4% bought from open market, and 10.3% reported to prepare by the other teachers themselves
in the school. Teachers themselves preparing the ques�on papers were highest in Government schools
(76.8%) followed by School & Colleges (53.5%), Non-government schools (44.3%), senior madrasas (42.8%),
and Dakhil madrasas (35.5%), respec�vely. Addi�onal teaching was arranged in two-thirds of the
ins�tu�ons, mostly for the students of grades VIII and X. The School & Colleges and Non-government
schools jointly topped with 70% of them arranging it, followed by both types of madrasas (around 60%
each) and Government schools (35.8%). A half of the teachers of these ins�tu�ons were engaged in it. Such
teaching is provided before school hours (63.9%), a�er school hours (17.8%), on holidays (15.3%), and
during school hours (3%).

Over 78% of the teachers reported that their classroom teaching was observed for monitoring purpose at
least once during the three months prior to interview. No difference was observed by gender of teacher or
area of ins�tu�on, but the school teachers were more supervised than madrasa teachers (80.1% versus
74.4%). This was highest in School & Colleges (83.7%) and lowest in Dakhil madrasas (72.7%). The ins�tu�on
heads were the top supervisors, who supervised 57.4% of the teachers’ classroom teaching. The others
included Upazila Educa�on Officers, Upazila Academic Supervisors, assistant heads of the ins�tu�ons, Zila
Educa�on Officers, and chairperson and members of school managing commi�ees. Providing no feedback
to the teachers was a common prac�ce, wri�en feedback was seldom given. Oral feedbacks were very
basic in nature with li�le consequences for pedagogic performance.  
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I.   Teaching-learning in classrooms

Based on classroom observa�ons, it was found that one-way lecture was the main method of teaching in
classrooms, irrespec�ve of subject and topic. Teachers started talking on the day’s topic without linking it
with previous lessons or any introductory note. No mo�va�onal or inspira�onal words were used while
delivering lessons on na�onal heritage or important personali�es. One-way delivery of lessons was the
most popular without engaging students. Class captains were engaged for disciplinary ma�ers only.
Classroom teaching was centred into iden�fying answers to set of ques�ons probable to appear in
examina�on. Homework just followed it. Teachers were seen to be happy with memoriza�on capability of
the students. Teaching aids were hardly used. ICT based mul�media contents were not found in use.
Teachers asked ques�ons mostly belonging to the ‘remembering’ subdomain of Bloom’s Taxonomy, to the
students in order for assessing them. Students hardly asked ques�ons. 

J.   ICT, Mass Media and Use of Mul�media

Thirty-one percent of the ins�tu�ons had a mul�media classroom but not an ICT lab, 5.2% had an ICT lab
but not a mul�media classroom, 22.5% had both, and 41.3% had none. The Government schools and the
School & Colleges were much be�er than others in having these and the Dakhil madrasas were at the
bo�om. With regard to owning ICT devices, 79.8% of the teachers had an ordinary mobile phone, 64.3%
had a smart phone or a tablet, and 29.3% had a desktop or a laptop computer. Female teachers and the
teachers of urban ins�tu�ons were more likely to have these devices than the male and rural teachers
respec�vely. More madrasa teachers than school teachers had an ordinary mobile phone, but an opposite
scenario was observed in rest of the devices.

Every teacher used their ICT devices for talking purposes, which was followed by sending short messages
or SMS with three-fi�hs of the teachers doing so. The other purposes of using ICT devices included Internet
browsing (57.4%), photo/videography (50.7%), listening to music, drama etc. (48.8%), mul�media use for
teaching (37.1%), listening to Islamic preaching (35.7%), money transfer/mobile banking (34.8%),
prepara�on of contents for students (29.4%), self-study (24.5%), occupa�onal wri�ng (18%), gaming (15%),
and listening radio programmes (13.2%). Over a half of the teachers used ICT devices for purposes related
to their profession. No gender difference was observed in this, but teachers of urban ins�tu�ons and those
of schools were significantly ahead of their respec�ve counterparts such as rural ins�tu�ons and madrasas.
This was 81% among the teachers of Government schools, 63.2% among those of School & Colleges, 54%
among those of Non-government schools, 49.3% among those of senior madrasas, and 40.7% among those
of Dakhil madrasas. 

Nearly two-fi�hs of the teachers reported to using mul�media in classroom teaching at least once in 2018.
This was 39% among the males and 42.5% among the females, 50.9% among urban and 37.1% among rural
teachers, and 44.6% among school teachers and 30.2% among madrasa teachers. About two-thirds of the
teachers of Government schools, 54.2% of those of School & Colleges, 42.7% of those of Non-government
schools, 40.3% of those of senior madrasas, and 23.2% of those of Dakhil madrasas used mul�media in
classrooms. The middle half of the teachers in terms of length of service, having own ICT devices and
training on ICTs were more likely to use mul�media in classrooms than others.

Not a single subject was found where a third of the teachers used mul�media in teaching. Subjects like ICT,
Accoun�ng, Mathema�cs were at the top where mul�media classroom teaching was provided, followed
by English, Biology, Chemistry, Physics, General Science and Bangla. Poor situa�on was observed in religious
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and madrasa-related subjects, Higher Mathema�cs, History, and Arts and Cra�s.Two-thirds of the teachers
reported to face various difficul�es in using mul�media in classroom teaching. These were power failure,
lack of training, inadequacy of classrooms, lack of adequate equipment, lack of skills, defec�ve equipment,
lack of preparatory �me, and defec�ve materials. The teachers who did not use mul�media cited three
major reasons: absence of any provision of it in their ins�tu�ons, having no training on this, and defec�ve
equipment.

K.   Teachers’ perceptual teaching competence

Only 0.4% of the teachers assessed themselves as highly competent, 15% as competent, 39.8% as
moderately competent, 27.6% as averagely competent, 13.7% as limited competent, and 3.5% as
incompetent. Around a fi�h of the teachers of Government schools and School & Colleges assessed
themselves as competent or highly competent. Such a level was reported for 16.8% of the teachers of
senior madrasas, 14.8% of those of Non-government schools, and 13.6% of those of Dakhil madrasas. No
difference was observed by gender of teacher or broad ins�tu�on type in this.Sub-component-wise analysis
shows that the highest score was recorded in professional development (93.6%), closely followed by ethical
aspects (88%), and the lowest in pedagogical skills (69.7%). The teachers scores in the remaining two sub-
components (mo�va�onal and resilience) were in between the highest and the lowest performing sub-
components. The teachers of rural ins�tu�ons, non-Muslims and those who were sa�sfied with their
ins�tu�ons were more likely to be moderately competent than the others. No difference was observed
between the grant and non-grant teachers.

L.   Involvement in private supplementary tutoring and use of guidebooks

Though the government provides free textbooks to all, and teaching-learning should primarily take place
in classrooms – teachers were found to use guidebooks and involve in private supplementary tutoring.
Overall, 22.4% of the teachers reported to engage themselves in private supplementary tutoring. They, on
average, tutored 23.3 students. A high varia�on was observed among the tutoring teachers in terms of
number of tutees, which ranges from 1-230. The standard devia�on of this was found 34% more of mean.
Male teachers working in urban educa�onal ins�tu�ons, younger in terms of service length and having
some training were more likely to involve in private supplementary tutoring than others.

Teachers’ homes were most frequently used for providing private tutoring where 15.4% of the teachers
offered this service. Among other places 7.2% of the teachers provided tutoring at students’ homes, 2.8%
at schools using classrooms, and 0.8% at coaching centres. Some teachers provided tutoring services at
mul�ple places.The major por�on of the tutees (53.8%) was the teachers own school students. Although
the Government school teachers were at the bo�om in terms of providing private tutoring, they were at
the top in serving own school students. In providing tutoring services, the Mathema�cs teachers were at
the top, English teachers were closely behind them, the teachers of Science subjects just followed them.

Overall, 37.1% of the teachers were using guidebooks. Female teachers, younger in terms of service length,
Muslim and those who had subject based training were more likely to use guidebooks than their respec�ve
counterparts. The teachers having a parent teacher were less likely to use guidebooks than those who had
no such parent. Teachers used guidebooks for English and Mathema�cs in all secondary grades, Physics,
Chemistry and Higher Mathema�cs in grades IX and X, and Arabic throughout the school years in madrasas.   
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M.   Knowledge on na�onal educa�on policy, secondary curriculum and SDG 4

In general, the secondary school teachers in Bangladesh had no clear idea about the important na�onal
and interna�onal documents which have direct implica�ons on educa�onal development in the country.
They seem to have not been able to differen�ate among the documents. Of the teachers, 85.5% knew that
Bangladesh had a Na�onal Educa�on Policy (NEP), 63.1% claimed to have read the policy in hard copy or
from the Ministry website; however, only 40.6% could state the correct year of introducing it.Eighty-six
percent of the teachers knew about the existence of a na�onal curriculum for secondary educa�on, and
62.4% claimed to have read it. While asked, 43.1% of the teachers could say correctly the objec�ves of
na�onal secondary curriculum and 18.5% could say the year of latest modifica�on of curriculum.

Two-fi�hs of the teachers claimed that they have heard about Sustainable Development Goals (SDGs), but
only 5.5% knew under whose leadership the SDGs were formed. A very few of the teachers were aware
about the various details of SDGs. For instance, 3.1% knew the start year of SDGs and 3.6% knew the end
year. Only 1.4% of the teachers could say the number of goals in SDGs. One in ten teachers said that there
was a goal on educa�on, but only 1.5% of the teachers could say about the goal specific to educa�on. 

The Government school teachers were be�er informed about various aspects of SDGs, but no such
difference was observed in the cases of NEP and na�onal curriculum. In most cases, the male teachers
surpassed their female counterparts. The Master’s degree holders had be�er knowledge than others. All
three types of training (professional, subject based, and short courses) had a posi�ve rela�onship with
teachers’ knowledge in NEP, curriculum and SDG. Youngest teachers were more likely to have be�er
knowledge in all the above aspects than the rest of the teachers. 

N.   Role of teachers associa�ons

Six different teacher associa�ons were iden�fied for the secondary level school teachers and two for the
madrasas. These organiza�ons are sub-divided into several quarters depending upon poli�cal and personal
interest of their leaders, which resulted in various malprac�ces and depriva�on among the teachers.
Teacher development ini�a�ves undertaken by the government received no direct assistance from the
teacher associa�ons. It is believed that the quality of educa�on and teachers’ competence are areas where
teacher associa�ons can contribute but in reality, they are found to work as pressure groups in the ma�ers
of pe�y financial and personal interests. 

Three out of every ten teachers were members of any of the teacher associa�ons. Majority of these
teachers (60.4%) got membership influenced by their seniors, followed by those who became members
on their own choice (34.5%). About three-quarters of the members reported to par�cipate in some ac�vi�es
of the associa�ons. Major ac�vity seemed to be the regular mee�ng of the associa�ons, where 59.4% of
the par�cipa�ng members a�ended. The other ac�vi�es included movement for educa�onal rights and
teachers’ rights. Male, elder teachers (belonging to the fourth quar�le in terms of service length) having
Master’s degree and were sa�sfied with profession and remunera�on were more likely to be members of
a teacher associa�on and be a par�cipant of associa�on ac�vi�es than others. About 13% of the teachers
confessed that their par�cipa�on in associa�on ac�vi�es hindered teaching-learning ac�vi�es in schools.It
was clearly found that the government recognised the importance of teacher associa�ons and occasionally
seek their views regarding formula�on of new policy. 

xxxvIntroduction



O.   Policy recommenda�ons

Based on the findings of this study, and the analyses and discussions made of those in line with the SDGs,
the following recommenda�ons are formulated to help promote achieving the targets of SDG 4 in
Bangladesh. It should be noted that many of these are already in the policy, but are not progressing in due
speed. This study, therefore, reemphasises those.   

� A favourable student-teacher ra�o in every ins�tu�on should be ensured. This should be done
through examining the present student-teacher ra�o, number of students over a period of past
five years, and the approved number of posi�ons of teacher – separately for each of the ins�tu�ons.
The aim should be to place more teachers where the ra�o is higher (say over 40:1) and withdraw
from those with excess. However, the extreme or unusual situa�on of remote rural areas needs to
be considered with care. Recruitment of temporary teachers should be avoided.

� Teacher training capacity aiming to teach only by a formally trained teacher in pedagogy should
be increased.Scope and capacity of subject-based and other short training courses need to be
expanded from a lifelong learning perspec�ve. Exis�ng capacity of public and private teacher
training ins�tu�ons may hardly be able to provide training to the currently untrained teachers, but
not to the new recruits. Capacity building of the current ins�tu�ons as well as establishment of
new training ins�tu�ons should be considered seriously. BRAC’s Post Primary and Con�nuing
Educa�on (PACE), whereby short subject-based residen�al pedagogic training were effec�vely
provided, can be u�lised to solve a por�on of this task. Interna�onal coopera�on may also be
sought. Subject based training should be provided to the teachers in all subjects they offer and on
a con�nuous basis. Some generic courses should be provided to every teacher, which should include
curriculum, educa�on policy, SDGs and ICT. Along with capacity building of training ins�tu�ons,
capable non-government organiza�ons should also be considered as training provider. Benefits of
ICTs and Internet can be used to reach the teachers inexpensively.

� Annual teacher assessment based on their classroom performance should be introduced to keep
them obliged to improve classroom teaching. Quality classroom teaching is the way to quality
educa�on. A part of huge lacking in effec�ve classroom teaching is due to inadequate knowledge
of the teachers, but a major part is related to lack of obliga�on. Provision of regular supervision of
classroom teaching and wri�en feedback to respec�ve teacher may help in this. An important task
of the head of the ins�tu�ons should be to provide annual assessment of the teachers based on a
set of prescribed indicators/outcomes. This should also include teachers’ prepara�on of exercises
for classroom teaching and counselling and welfare du�es to the students. Monitoring school visits
needs to be emphasised in this regard.  

� Expansion of use of technologies in educa�on should be priori�sed. This can be done through quick
expansion of ICT labs, mul�media classrooms and providing high-speed Internet accessibility
covering all the educa�onal ins�tu�ons with trained teachers. Quality of equipment with provision
of maintenance is also important. ICT devices and high-speed Internet facili�es should be made
available to teachers at a subsidised price so that they can have them of their own. Networking of
teachers with pedagogical issues can help them improve their own quality.

� In order to address widening inequality within and among various types of educa�onal ins�tu�ons,
a serious a�empt should be made to reduce the gaps with regard to teachers’ educa�onal
qualifica�ons, and availability of infrastructure and other facili�es in the ins�tu�ons. This should
include a similar recruitment procedure including equity in financial and other benefits during job
and a�er re�rement. As the exis�ng natural selec�on process has widened inequity over �me, an
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interven�on from the government is a call of the �me. The Non-government private schools and
the Dakhil madrasas need special a�en�on.

� Review of promo�on policy with the principle ‘change of designa�on with the change of grade’
may be seriously thought of to create an incen�ve mechanism and to increase job sa�sfac�on of
the teachers. As it is now, the teachers can be recruited at grade 10 as Assistant Teachers; if the
annual assessment reports show good progress, they can be promoted to grade 9 a�er five years,
to grade 8 a�er 10 years, and to grade 7 a�er 15 years. The new designa�ons at the promoted
grades may be Associate Teacher, Teacher and Senior Teacher, respec�vely. The Head and Assistant
Head of the ins�tu�ons should be considered as administra�ve posi�ons, for which only the Senior
Teachers will be eligible. Two more posi�ons such as Senior Assistant Teacher and Senior Associate
Teacher may also be introduced if a separate pay-scale is considered. Like as public college teachers,
qualified teachers can be posted to secondary educa�on administra�on.

� The secondary teaching community should seriously think about a major review of the role of their
associa�ons with regard to 21st century needs. Having many associa�ons should not be a problem,
but the challenge is how these associa�ons can be made more responsible and proac�ve towards
crea�ng a new genera�on of teachers and achieving quality of educa�on, coming out of tradi�onal
role like ‘trade unions’ in line with parent poli�cal par�es. The government need to engage the
associa�ons in policy formula�on and implementa�on. 

� Finally, a similar study as this can be carried out on teachers of primary educa�on. This will help
understand the full picture of our school educa�on system and, therefore, take necessary ac�ons
for improvement in line with SDG 4.
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Chapter 1
Introduction and Background

Key Findings

Teachers are the key to any educa�on system. Their quality is the single most important factor for quality
educa�on. They are instrumental for achieving the fourth Sustainable Development Goal (SDG 4) and parts
of the other SDGs.

Secondary educa�on in Bangladesh comprised of 29,330 ins�tu�ons, 358,907 teachers, and 12,197,554
students. The system is s�ll expanding. During 2008-2016, the number of ins�tu�ons increased by 3.7%,
teachers by 13.2%, and students by 43.4%.

The system consists of three major streams: general, madrasa, and voca�onal. The general stream is the
largest with 67.7% of the ins�tu�ons and teachers. The madrasas cover 31.7% and the voca�onal stream
covers 0.6%. Of the students, 82.9% go to general schools, 16.9% in madrasas, and only 0.2% in voca�onal
schools.

The Ministry of Educa�on has undertaken a number of teacher development programmes over the past
two decades with financial support from development partners.
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The expecta�ons from any educa�onal opportuni�es are becoming more and more complex. This is
because of the transi�on from a predefined competencies based approach to a more holis�c learning

community based approach. It means that the teachers need to have the capacity to prepare students for
a society and economy in which they will be expected to become self-directed learners and develop the
capability and a�tude to con�nue learning over �me. For this to happen, teachers would have to be the
drivers of change with much broader responsibili�es in educa�onal ins�tu�ons and in student's learning
process (Ha�e 2003). They are the frontline cadres in implemen�ng the curriculum and the na�onal
educa�on policy. Teacher and teaching are considered as the most important influences on student learning.
Teaching quality is iden�fied as the most important variable influencing students' learning achievement
(OECD 2005). 

This year's Educa�on Watch research explores the lives, works and overall status of the teachers of
secondary educa�on in Bangladesh. The research team iden�fied, through review of exis�ng research and
documents, the factors and issues that relate to the teacher, teaching, and quality educa�on. These
included: distribu�on, educa�onal qualifica�ons and training system, recruitment system, work load and
supervision, tutoring and classroom prac�ce, applica�on of mul�media and Informa�on and
Communica�on Technologies (ICTs) in pedagogy, incidence of using guidebook and other supplementary
material, teacher's knowledge about na�onal educa�onal policies, secondary curriculum and the fourth
Sustainable Development Goal (SDG), ac�vi�es of teachers associa�on, job sa�sfac�on and their underlying
thoughts of choosing this profession. All these aspects are the core area of interest for explora�on within
the arena of this study. 

This introductory chapter presents the background for the Educa�on Watch 2018-19 study. It is divided
into different sec�ons star�ng with a brief descrip�on of the main theme of the study 'school teacher'. The
first sec�on explains the ra�onale for considering school teachers as the epicentre of this study. Role of
teachers in a global context is provided a�erwards. The third part highlights the recent expansion and
development of secondary educa�on in Bangladesh and the teachers therein. The importance of teacher
development is discussed with regard to ensuring quality educa�on at school level. This sec�on is followed
by a brief descrip�on of the organiza�on of this report.

A.   Why school teacher is the core of this study?
Teachers play a vital role in teaching-learning implementa�on in educa�onal se�ng. They are tasked for
impar�ng educa�on to their students. Based on a study carried out in 25 countries, Organisa�on for
Economic Coopera�on and Development (OECD 2005) iden�fied that ‘teacher quality’ is the single most
important school level variable influencing student's achievement. Beyond that, teachers play various other
roles and serve many other responsibili�es to create an efficient school equipped with appropriate learning
environment (Harden and Crosby 2000). Teachers perform different tasks in parallel – they contribute to
revise and reshape the curriculum, they guide their students as mentors which involves encouraging
students to enjoy learning and also listen to the students, and they lead the ins�tu�on. It is argued that
be�er teacher can bring be�er educa�on for learners. Therefore, issues related to teachers become a
priority for public policy and likely to become even more so in near future as we move to a ‘learning
community’ approach. All these accentuate the necessity of exploring teacher's status more profoundly. 

Teachers were always a subject of study in the past Educa�on Watch reports. Various informa�on related
to teachers of primary and secondary educa�onal ins�tu�ons were collected and analysed in those reports.
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An independent study on teacher training at primary level was carried out as a part of the second Educa�on
Watch in 2000 (Alam and Haq 2001). However, none of the studies considered 'school teachers' as the
main theme of explora�on. The Educa�on Watch group, therefore, decided to do so from a broader
perspec�ve for its research in 2018. 

Different global ini�a�ves such as Educa�on for All (EFA) and The Millennium Development Goals (MDGs)
mostly concentrated to bringing the children to schools and achieve gender parity in access to educa�on.
On the other hand, in the Sustainable Development Goals (SDGs), educa�on is seen from a much broader
perspec�ve, including a specific target related to teachers. The target on teacher development states: 'By
2030, sustainably increase the supply of qualified teachers, including through interna�onal coopera�on
for teacher training in developing countries, especially least developed countries and small developing
states.’ This target is clearly associated to the first target which calls for ‘effec�ve learning outcome’ for all
boys and girls. Describing the teacher as a fundamental condi�on for guaranteeing quality educa�on, it
was depicted that they should be empowered, adequately recruited and remunerated, mo�vated and
professionally qualified, and supported with well-resourced, efficient and effec�vely governed system
(UNESCO undated). The educa�on SDG and the targets under it are provided in Annex 1.1.

Bangladesh has an ins�tu�onal framework for teacher training and support for teachers of secondary level.
Unfortunately, these suffer from various professional deficiencies. Compared to this, many be�er
performing countries have ins�tuted various mechanisms to accelerate teacher's capacity such as extended
period of prac�ce as part of pre-service teacher educa�on during the induc�on period; variety of need-
based training for in-service teacher's professional development, and a scien�fic teacher's appraisal system
(OECD 2005). It is thus an impera�ve to examine how Bangladesh has put into prac�ce these mechanisms
in order to fine-tune teacher development at secondary level.  

As teachers are in regular contact with the students who poten�ally form the future teachers, the
enthusiasm and morale of the current workforce are important influencers on future teacher flow.
Addi�onally to achieve the targets of SDGs, the policy makers of Bangladesh need to think whether it is
sufficiently a�rac�ve for talented new candidates, and whether teachers are adequately remunerated and
supported in their workplace. 

B.   Teachers in global context
Much a�en�on was devoted on improving access to educa�on during the MDG era. Although the emphasis
was mostly on primary educa�on, the wave of the movement hit secondary educa�on as well. Enrolment
and survival rates in secondary educa�on also increased. In order to manage huge increase many new
educa�onal ins�tu�ons had to be built. Teachers had to be recruited, which were not up to the mark always.
As a result, in far too many parts of the world teachers were increasingly employed under precarious and
shoddy condi�ons (Edwards 2018). Consequently, part-�me contracts contribu�ng to low teacher salaries
and high job insecurity were also observed. Analysing a global survey data of Educa�on Interna�onal,
Stromquist (2018) showed that teacher salaries were less than other professions with similar qualifica�ons
in 79% of the countries in the world. The teachers in today’s world are facing some serious problems
effec�ng their lives as well as profession. This includes contractual recruitment, unstable job without
provision for pension, per-hour basis payment, delays in payment, long distance travel to collect pay etc.
Therefore, a growing lack of respect and support have been observed for one of the world’s most essen�al
professions (Edwards 2018). 
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The UNESCO Ins�tute of Sta�s�cs (UIS 2016) es�mated that to achieve SDG 4, the countries will have to
recruit 68.8 million new teachers by 2030 – 24.4 million for primary educa�on and 44.4 million for
secondary educa�on. Half of the required secondary level teachers will have to be recruited by 2020, 11.3
million by 2025, and remaining 10.9 million by 2030. South Asia and Sub-Saharan Africa are the two regions
facing the most teacher shortage. Half of the above figures are from these two regions. If the current rate
of recruitment con�nues the progress will be limited. Ninety-eight countries will con�nue to remain
secondary teacher shortage in 2020, which will come down to 81 countries in 2025 and 73 countries in
2030. Referring to the above figures, the Educa�on Commission’s The Learning Genera�on report
commented – in some countries, this will mean that more than half of all university graduates will have to
choose the teaching profession (Educa�on Commission undated). This may be too ambi�ous given the
current popularity of teaching as a profession among new graduates.

Reviewing the learning achievement of the primary level pupils, the EFA Global Monitoring Report 2013/4
of UNESCO (2014) iden�fied that millions of students throughout the globe have not acquired basics of
literacy and numeracy and therefore ‘ill equipped to make the transi�on to secondary educa�on’. Describing
the situa�on as ‘global learning crisis’, UNESCO (2014) suggested four strategies to come out from this
crisis, each of which are related to the teachers. The strategies are:

Strategy 1. A�ract the best graduates as teachers,
Strategy 2. Improve teacher educa�on so that all students can learn,
Strategy 3. Get teachers where they are most needed, and
Strategy 4. Provide incen�ves to retain the best teachers.

Training of teachers for professional development is another area that needs to be addressed with care.
Training can be pre-service, in-service and through refresher courses. Whatever the case, it should be able
to impact on profession and lives of the teachers, and therefore on the students’ learning (Villegas-Reimers
2003). It should also be able to bring impact on success in educa�onal reform ini�a�ves. Beyond tradi�onal
pre-service and in-service training, it is needed to be innova�ve in establishing models for con�nuous
professional development. Countries have chalked out both long and short courses for teacher
development, but in Educa�onal Interna�onal’s survey, only less than a third of the teachers reported to
have access to con�nuous professional learning and development, but 77% of them saw it as poor quality
and having li�le value (Stromquist 2018). 

C.   Secondary educa�on in Bangladesh
Secondary educa�on in Bangladesh includes grades VI to X. Grades XI-XII are called higher secondary
educa�on. Students sit for Secondary School Cer�ficate (SSC) examina�on a�er comple�on of 10 years of
school educa�on. Bangladesh operates its secondary educa�on in three broad streams. These include
general, madrasa and voca�onal; of which the general stream is the most prominent in terms of its size:
number of ins�tu�ons, teachers and students. There are five categories of educa�onal ins�tu�ons under
general stream, five under madrasa stream, and two under voca�onal stream. These categories vary in terms
of management, financial arrangement and grades of students to which they serve. The ins�tu�ons which
are established by the government or established privately, but later on taken over by the government, and
ge�ng full financial and management support from the state may be called as public educa�onal ins�tu�ons.
The private ins�tu�ons are established and managed privately, but may or may not get government
subven�on or grants for infrastructure development and salary subven�on for the teachers.
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The Government schools are fully funded by the government which provides educa�on to students star�ng
from any of the grades I-VI and ending at grade X. The Non-government schools may receive grant from
the government or may have non-grant status; however, provides educa�on to the students from any
grades (in between I and VI) to grade X. The School & Colleges may also be fully funded by the government,
grant or non-grant. They provide educa�on from any grade (between I and VI) to grade XII. The Junior
Secondary Schools may be grant or non-grant-based and provide educa�on to students of grades VI-VIII. 

The ins�tu�ons under madrasa stream start from grade I, but end at various grades. The madrasas that
provide educa�on up to grade X are called Dakhil madrasas, those providing educa�on up to grade XII are
called Alim madrasas, those providing educa�on up to grade XIV are called Fazil madrasas and those provide
educa�on up to grade XVI are called Kamil madrasas. The Dakhil, Alim and Fazil madrasas may be grant or
non-grant ins�tu�ons, but the Kamil madrasas may be government operated, grant or non-grant-based. The
Dakhil, Alim, Fazil and Kamil in madrasa stream are equivalent to secondary, higher secondary, graduate and
postgraduate levels respec�vely in general stream. Similarly, the voca�onal ins�tutes provide educa�on for
9th and 10th graders; these ins�tu�ons may be government operated, grant or non-grant-based. 

In 2016, Bangladesh had 29,330 secondary level educa�onal ins�tu�ons with 358,907 teachers and
12,197,554 students (Table 1.1). The propor�onate distribu�ons of ins�tu�ons and teachers by stream of
educa�on were – 67.7% under general stream, 31.7% under madrasa stream, and only 0.6% under
voca�onal stream. Of the students, 82.9% admi�ed in the ins�tu�ons under general stream, 16.9% under
madrasa stream, and only 0.2% under voca�onal stream. The public secondary educa�onal ins�tu�ons
comprised of 1.2% of the ins�tu�ons, and 2.4% of the teachers and students. 

An increasing trend in the number of ins�tu�ons, teachers and students occurred since 2008 (Table 1.2).
Whereas, the number of ins�tu�ons increased by 3.7% during 2008-2016, it increased by 13.2% for teachers
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Therefore, 82.4% of the private educa�onal ins�tu�ons received government subven�on with no difference
between general and madrasa streams. The number of teachers receiving grants was 313,309, which was
89.4% of the teachers. The government spent BDT 87943.6 million (US$ 1,047 million) in subven�on to the
secondary educa�onal ins�tu�ons during FY 2015-16. This figure was more than 80% of the total revenue
budget for secondary educa�on. Trends in the government subven�on (in BDT) to the educa�onal
ins�tu�ons and the teachers is provided in Figure 1.1. The amount rose by more than 2.3 �mes over a
period of five years.

Although the secondary
educa�on sector of Bangladesh
has made substan�al progress in
terms of access and equity in last
two decades, there are some
remaining challenges at different
levels. One of the issues is low
teacher mo�va�on and weak
teacher development system
(ADB 2015). This issue is
poten�ally relevant to public
policy ini�a�ve and therefore the
government has taken a number
of ini�a�ves such as revising the
curriculum to make it more
relevant to 21st century
workplace skills, improving public examina�ons to support the development of students’ higher-order
cogni�ve skills, and establishing a centralised and transparent teacher recruitment system. Three major
policy reforms were observed during 1993-2013: curriculum, student assessment, and teaching. It is clear
that all these ini�a�ves required direct or indirect par�cipa�on of the teachers. Under the teaching reform
there were two major ini�a�ves: establishment of a registra�on and cer�fica�on body for teachers and
teacher training reform. So far, these are the most significant policy implica�ons for the teachers working
at secondary level. 

and 43.4% for students. As a
result, although a slight increase
was observed in the teacher-
ins�tu�on ra�o, the student-
ins�tu�on and student-teacher
ra�os increased heavily.

The government provided grants
to 23,730 educa�onal
ins�tu�ons during FY 2015-16; of
them 16,114 were under general
stream, and 7,616 under
madrasa stream (BANBEIS 2017).



The recruitment of teachers for government secondary schools is centrally controlled. On the other hand,
recruitment in private en��es has to carry out through Non-Government Teachers' Registra�on and
Cer�fica�on Authority (NTRCA). This is a statutory body established in 2005 under the Ministry of Educa�on
(MOE) with the mandate of registering and cer�fying quality and competent persons who can be appointed
as teachers in non-government educa�onal ins�tu�ons and to impart pedagogical skills and training to
them. This is entrusted with the selec�on of teachers for all vacant posts at the entry level in non-
government educa�onal ins�tu�ons from the applicants having NTRCA registra�on cer�ficate based on
certain criteria set by the MOE. The requisite minimum qualifica�on to become a teacher at secondary
level is a Bachelor degree. All candidates to become a teacher in a secondary school have to appear for a
compe��ve selec�on test and an interview. However, due to various types of influences the objec�vity of
recruitment process and efficient deployment of teachers is much hindered. 

The Ministry of Educa�on (MOE) has undertaken a number of teacher development programmes during
the past two decades with financial support from the Asian Development Bank (ADB) and the World Bank.
About 70 ins�tu�ons provide training to the teachers of secondary educa�on – 25 in public and 54 in private
sectors. These includes teacher training colleges, higher secondary teacher training ins�tutes, secondary
educa�on science development centres, Bangladesh Madrasa Teacher Training Ins�tute, Na�onal Academy
for Educa�on Management, Na�onal University, and Bangladesh Open University. ADB (2015) observed
lack of coordina�on and ins�tu�onal linkage among these ins�tu�ons. A Teaching Quality Improvement in
Secondary Educa�on Project (TQI-SEP) was therefore ini�ated to devise a comprehensive teacher training
policy so that each of these training related ins�tu�ons and stakeholders can clearly iden�fy their role in
the teacher training system (ADB 2015). The educa�on SDG (or SDG 4) has rightly emphasised on qualified
teachers for the cause of achieving quality of educa�on. A holis�c explora�on of teachers’ lives, thoughts
about their profession and their professional ac�vi�es while working as a school teacher in the context of
Bangladesh is therefore important to understand.

The government of Bangladesh has ini�ated to integrate Informa�on and Communica�on Technology (ICT) in
secondary educa�on consis�ng of mainly four areas: pedagogy integra�on, digital content development,
teaching-learning process, and teachers’ professional network. Teachers are the main driving force for the
effec�ve implementa�on of these ini�a�ves and their role becomes more cri�cal with the introduc�on of ICT
in classroom (Buza and Mula 2017). Many public and private ini�a�ves have been taken to train up teachers
with ICT knowledge and challenges exist in the context of Bangladesh in terms of ICT implementa�on in
classroom such as lack of knowledge and skill about ICT, and lack of technical facili�es (Babu and Nath 2017). 

Teachers associa�on is regarded as another vital part of teacher's professional life. The regulatory body or
organiza�on who works to protect the rights and interest of the teachers is defined as Teachers Associa�on.
In Bangladesh, different teachers’ associa�ons have been formed for teachers working at different levels
and streams of educa�on. Some of these may be spread throughout the country working at various levels
from central to local level and the others may work only at local level. Numerous studies are found on
teachers associa�on in the context of other countries, but no such study was done in the context of
Bangladesh. It is clear that a good understanding on the ac�vi�es of teachers associa�on and its
effec�veness in the development of teacher and educa�onal ins�tu�ons is vital. 

D.   Two decades of the Educa�on Watch pla�orm
This year the Educa�on Watch project has touched its 21st year of opera�on. The enlightening journey of
this research pla�orm started back in 1998 with combined effort of some like-minded individuals and
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organiza�ons who aspired to the con�nuous explora�on of educa�onal development of Bangladesh. The
Watch Group always aimed at inves�ga�ng and monitoring important issues and aspects of educa�on
through large scale field based surveys and research. In Addi�on, wide spread dissemina�on of the research
findings to aware the stakeholders and mass popula�on in order to promote people's par�cipa�on in
educa�on, ini�ate policy dialogue and harmonize policy and prac�ces were also parts of this ini�a�ve. The
Campaign for Popular Educa�on (CAMPE), a forum of over 1000 non-governmental organiza�ons in the
country working for educa�on, serves as the secretariat for Educa�on Watch. All the ac�vi�es are carried
out through a group of about 50 persons called Educa�on Watch Group divided into three bodies, viz.,
Advisory Board, Working Group, and Technical Team. 

Since its incep�on in 1998, the Watch team has studied a variety of issues addressing different sub sectors
of educa�on. The first report was published in 1999. The first five research explored different aspects of
primary educa�on and literacy situa�on of Bangladesh. Since 2007 the team started to examine the
secondary educa�on sector. In 2012, the Watch team inves�gated the status of skills development in
Bangladesh and the focus of the following year was pre-primary educa�on. Thus, during this two decades
of research endeavour, the Educa�on Watch Group has con�nued crea�ng research based evidence of
almost all sub-sectors of School educa�on in Bangladesh. Year-wise �tles of the reports and explored issues
are listed in Annex 1.2.

Rigorous methodological approaches were adopted in each of the research ini�a�ves under Educa�on
Watch, which validates the integrity and creditability of the evidences created by this pla�orm. Large-scale
na�onal surveys were the basis for most of the Educa�on Watch studies. No such a�empt other than those
of the government has created such a colossal database over�me, par�cularly focusing the educa�on
sector. A variety of research techniques have been employed in the surveys: household survey, ins�tu�onal
survey, teacher survey, parents’ survey, and assessment of competencies of students and literacy of
popula�on. Along with quan�ta�ve approach different qualita�ve strategies were also used such as
classroom observa�on, focus group discussion and in-depth interview etc. The big part of the analysis of
these reports provides na�onal es�ma�on including analysis by division, loca�on (urban-rural), school and
group (gender, religion) types. The issue chosen for this year's research is new in Bangladesh context,
because no large scale study was carried out on teachers; therefore, this study is expected to generate new
knowledge for the educa�on sector in Bangladesh.

E.   Organiza�on of the report
This report consists with fi�een chapters. Following the overview at the beginning, this first chapter
presented a background of this year's study and relevant perspec�ves with regard to teachers of secondary
educa�on. Chapter 2 outlines detailed objec�ves, methodologies, and research techniques used for this
study, including strengths and limita�ons. Review of policies with regard to teacher development in
Bangladesh is provided in Chapter 3. 

Chapters 4 and 5 present the secondary educa�onal ins�tu�ons sampled for this study and some basic
informa�on about the sample teachers, respec�vely. Chapter 6 highlights the state of educa�on and training
received by teachers and iden�fies gaps in this regard. Detailed analysis of teaching as profession, income
of the teachers from various sources and job sa�sfac�on are provided in Chapter 7. Teaching related
ac�vi�es and workload and supervision issues and the classroom teaching-learning provisions are portrayed
in Chapters 8 and 9, respec�vely. 
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The use of Informa�on and Communica�on Technologies and mul�media in classroom is the centre of
discussion of Chapter 10 including ins�tu�onal se�ng for such interven�on and teacher's access to mass
media. Chapter 11 makes a thorough inves�ga�on of use of guidebooks by the teachers and their
involvement in private supplementary tutoring. Chapter 12 Na�onal Educa�on Policiy, secondary curriculum
and the fourth Sustainable Development Goal (SDG 4) arepresented in Chapter 13. An analysis of the role
of teacher associa�ons is provided in Chapter 14. The final chapter presents summary and conclusions
based on findings of the study with some policy recommenda�ons. 
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Chapter 2
Objec�ves and Methodology

Key Findings

The main aim of this study is to examine and document the state of secondary school and madrasa teachers
and their roles in educa�onal development in Bangladesh.

Three types of secondary educa�onal ins�tu�ons under general educa�on stream, viz., Government school,
Non-government school and School & College, and two types of madrasas, viz., Dakhil madrasa and senior
madrasa (combining Alim, Fazil and Kamil) were looked at. 

Permanent teachers teaching from grade VI to X were the subjects of this study. Benefits of a mixed-method
approach using both quan�ta�ve and qualita�ve research techniques were harnessed to achieve the study
objec�ve.

The sample consists of 3,000 teachers from 600 educa�onal ins�tu�ons. Qualita�ve inves�ga�on was
carried out in 10 ins�tu�ons located in five upazilas. It included observa�on of 30 classrooms, and in-depth
interviews with 10 heads of ins�tu�ons and 30 Assistant Teachers. 

The fieldwork was carried out during September-October 2018 and in January 2019. 
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This chapter provides details of the methodology applied in the Educa�on Watch study 2018-19. Star�ng
with the objec�ves and the specific issues dealt in this research, it presents the approaches of

inves�ga�on, instruments used, sampling techniques, field opera�ons, measures for quality of data,
weigh�ng procedure, and data analysis techniques. It also discusses the strengths and limita�ons of the
study. 

A.   Objec�ves
Keeping the teachers in the centre, this study examined and documented the state of secondary school
teachers and their roles in educa�onal development in Bangladesh. The following specific issues were
explored.

1. Policies related to development of teachers for secondary educa�on in Bangladesh;
2. Social, educa�onal, professional, and economic states  of the teachers;
3. Teachers understanding of pedagogy and curriculum and their teaching competence;
4. Role and func�ons of teacher associa�ons;
5. State of the teachers in Bangladesh with regard to the fourth Sustainable Development Goal (SDG

4); and
6. Co-rela�ons among various issues related to teachers lives and their skills and understanding.

B.   Methods
To achieve the objec�ve, a mixed-method driven study with quan�ta�ve and qualita�ve research
techniques was employed. It combined document analysis, sample survey and in-depth explora�on. The
research techniques were used considering their appropriateness in line with the issues for explora�on
under the broad research objec�ve. 

Document analysis was the main tool to explore the first and the fourth issues. In addi�on, some interviews
and Focus Group Discussions (FGDs) were carried out to know the relevant prac�ces. A teacher survey was
conducted for addressing the second set of issues which included informa�on on teachers’ social,
educa�onal, professional, and economic lives. This also covered a sec�on of the third, fourth, and fi�h
issues. The informa�on were collected through one-to-one interview with a representa�ve sample of
teachers. A self-reported scale was developed par�cularly for this study to explore teachers’ competence.
A short module containing informa�on on schools and teachers following SDG 4 was used to achieve the
fi�h issue. Informa�on gathered for fulfilment of the second and the third issues were used to achieve the
sixth issue. Of the various types of secondary educa�onal ins�tu�ons, only those that provided the full
range of secondary educa�on (grades VI to X) in Bangladesh were the subjects of this study. Therefore, the
Government Primary Schools and the Junior Secondary Schools were excluded from study popula�on as
they provide educa�on for the students up to grade VIII. Of the remaining, the public School & Colleges
and Alia madrasas were not considered because of their small numbers. The two types of Voca�onal
ins�tu�ons were also not included for their different nature. Therefore, the remaining seven types of
ins�tu�ons were considered for this study grouping them into five. These are as follows:

� Government School,

� Non-Government School,

0313Objec�ves and Methodology



� School & College,

� Dakhil Madrasa, and

� Senior Madrasa (Alim, Fazil and Kamil together).

Note that the Government schools are fully financed and managed by the government. Majority of the
others receive grants from the government and the teachers also receive salary subven�on, but the
ins�tu�ons are managed privately through independent managing commi�ees or governing bodies. A short
descrip�on of these ins�tu�ons are provided in Box 2.1.
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C.   Management of research
The Educa�on Watch group provided guidance to the implementa�on of the research through its Working
Group and Technical Commi�ee, with support from the Advisory Board. The Campaign for Popular
Educa�on (CAMPE) acted as the Secretariat. A team of researchers from the former Research and Evalua�on
Division (RED) of BRAC, BRAC Ins�tute of Educa�onal Development (BRAC IED) under BRAC University, and
present and former facul�es from the Ins�tute of Educa�on and Research (IER) of the University of Dhaka



and Noakhali University of Science and Technology (NUST) collec�vely implemented the research.
Preliminary findings were shared in a series of Educa�on Watch mee�ngs. The final dra� report was
presented in a mul�-stakeholder sharing mee�ng. The report was reviewed by a team of four experts on
the subject.

D.   The instruments
Instruments used in this study included two ques�onnaires, one scale and a number of checklists. The
ques�onnaires were for the educa�onal ins�tu�on survey and teacher survey. The scale was Perceptual
Teaching Competence Scale (PTCS). The following paragraphs present short descrip�on of the instruments.

Educa�onal ins�tu�on survey ques�onnaire: This was a 2-page instrument to collect some basic informa�on
of the sample educa�onal ins�tu�ons. The issues addressed in this instrument included general informa�on
of ins�tu�ons, number of teachers by their categories and their a�endance, stream of educa�on, ICT
facili�es and their use, and number of students and their a�endance. The ques�onnaire is provided in
Annex 2.1.

Teacher survey ques�onnaire: It was a 12-page ques�onnaire developed for this study. Ques�ons were
selected on the basis of the broad research objec�ve. The instrument was developed through several pre-
tes�ng of various versions of dra� ques�onnaire prepared by the research team and several discussions
among the team members, and a pilot survey. The sub-sec�ons of the ques�onnaire included the following:

a. Household members’ demography and educa�on

b. Educa�on of teachers

c. Professional and other training

d. Class rou�ne and ques�on paper prepara�on

e. Classroom teaching and supervision

f. Addi�onal teaching

g. Use of ICTs and mul�media in classroom teaching

h. Private supplementary tutoring

i. Educa�on policy, curriculum and SDG 4

j. Choice of occupa�on, income and sa�sfac�on

k. Teacher associa�on

The teacher survey ques�onnaire is provided in Annex 2.2.

Perceptual Teaching Competence Scale (PTCS): A self-reported new scale was developed for this study. It
contained 35 items related to teacher’s competence. The items were wri�en as statements. The statements
were distributed into five components or sub-scales consis�ng of teachers’ pedagogical, professional,
mo�va�onal, ethical, and resilience levels. Each sub-scale contained statements from the domain of
cogni�ve, affec�ve and behavioural characters with posi�ve and nega�ve valence. Each of the items
(statements) was composed of five response op�ons:  a) it applies to me completely, b) it applies to me
par�ally, c) some �me it applies some�mes not, d) it does not apply to me, and e) it does not apply to me
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at all. The inter item consistency or reliability of the scale was calculated using Cronbach alpha (Cronbach
1951) and the value was found 0.743, and the scale score ranges from 35 to 175. Details of development
of the scale is provided in Annex 2.3 and the scale in Annex 2.4.

Checklists: A number of checklists were developed and used for in-depth interviews and Focus Group
Discussions (FGDs) with the teachers and for classroom observa�ons. Issues for inves�ga�on were taken
from the issues captured in the teacher survey ques�onnaire. A separate set of checklists were also used
for teacher associa�on leaders.

E.   Sampling
Most of the indicators of this study are categorical in nature and a good number of them can be categorized
dichotomously. Therefore, binary distribu�on fits be�er with them. It was considered that a half of the
teachers fall in one category and the remaining fall in another category in each of the indicators. The other
condi�ons include 5% error of precision and 95% confidence interval. It was decided to apply a mul�stage
sampling strategy. Again, five separate es�mates by ins�tu�on type for each indicator were planned.
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Following formula was therefore used to determine the sample size.

Here, n is the sample size to be determined, p is the probability of a teacher falling in any of the two
categories in each indicator, q is the probability of a teacher falling in other category (i.e., q = 1 - p), z is the
area under standard normal curve within certain confidence limit, e is the error of precision, d is the design

effect, and i is the type of ins�tu�on. Considering p = 0.5, q = 1 – p = 0.5, z = 1.96 at 95% confidence limit,
e = 0.05, design effect d = 1.5, and ins�tu�on type i = 5; the sample size stood at 2,880 for the study.

The list of educa�onal ins�tu�ons prepared by the Bangladesh Bureau of Educa�onal Informa�on and
Sta�s�cs1 (BANBEIS) in 2016 was used as the sampling frame. A three-stage sampling strategy was applied.
At the first stage, 60 upazilas/thanas were selected following a systema�c random sampling strategy. In
each selected upazila/thana, two ins�tu�ons of each type – total 10, were selected following a simple
random sampling technique. In each selected ins�tu�on, the list of permanent teachers teaching in grades
VI to X (any or all) were collected. Five teachers were selected from each list following the same technique.
Therefore, the ul�mate sample contained 3,000 teachers from 600 ins�tu�ons (Table 2.1). Sample for each
type of ins�tu�on contained 600 teachers from 120 ins�tu�ons. Of the 600 sample ins�tu�ons, 65.7%
came from rural and 34.3% from urban areas. Of the sample teachers, 34.5% were from the urban
ins�tu�ons. Overall, 22.4% of the sample teachers were females.

Informa�on collec�on using qualita�ve techniques was carried out in five upazilas, conveniently selected
from the above working areas. The upazilas were: Sylhet Sadar, Mehendiganj, Bagha, Muktagachha, and
Birampur. Ten educa�onal ins�tu�ons were selected from them in such a way that each type of ins�tu�on

1 h�p://banbeis.org, accessed on 3 September 2018.
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is selected twice. In other words, the qualita�ve study was carried out in 10 ins�tu�ons taking two from
each of the above five types. Three teachers teaching three different subjects of grade IX were chosen from
each ins�tu�on, totalling 30. Classroom teaching of each teacher was observed for three consecu�ve days.
Therefore, total number of observa�ons was 90. Number of subjects were 17. These 30 teachers as well as
the heads of 10 ins�tu�ons were brought under in-depth interviews (Table 2.2).

F.   Field opera�ons
Field work was carried out in three parts. The
first part included the survey of educa�onal
ins�tu�ons, teacher survey, and
administra�on of the Perceptual Teaching
Competence Scale (PTCS). The second part
included in-depth interviews with the head of
ins�tu�ons and assistant teachers, and
classroom observa�ons. The third part
included interviews with teacher associa�on
leaders and members. 

Three groups of Research Assistants (RAs) were engaged for fieldwork. All were provided with adequate
training to prepare for fieldwork. For the first part, 70 RAs were recruited who were provided training for
five days during the second week of September 2018. Sixty-five of them were finally selected who carried
out the fieldwork during September and October 2018. Sixty of them, dividing into 30 teams, collected the
informa�on from the sample ins�tu�ons and teachers and the remaining five worked as supervisors.
Therefore, each educa�onal ins�tu�on was visited by a two-member team. Seven RAs were recruited for
the second part of fieldwork. They were provided two days training on the fourth week of September 2018.
Five of them were finally sent to the field for three weeks. The third part of fieldwork was carried out by
two members of the research team along with two RAs. They collected data during January 2019.

Only two types of ins�tu�ons, viz., Non-government schools and Dakhil madrasas were successfully
sampled from the selected upazilas/thanas because of having adequate number of ins�tu�ons there. For
others, nearby upazilas/thanas had to be selected. Major problem rose with the Government schools
followed by School & Colleges and senior madrasas, respec�vely. This totally depended on the number of
ins�tu�on of par�cular type in the upazilas/thanas. There was only one Government school in each



upazila/thana. Forty-two Government schools, 71 School & Colleges, and 105 senior madrasas were
sampled from the ini�ally selected upazilas/thanas. Therefore, nearby upazilas/thanas had to be selected
for 78 Government schools, 49 School & Colleges, and 15 senior madrasas. Overall, 458 educa�onal
ins�tu�ons were selected from the sampled upazilas/thanas (76.3%) and 142 had to be sampled from the
nearby upazilas/thanas (23.7%). The number of upazilas/thanas covered by this study was therefore 131,
71 more than the ini�al 60. The sampling of educa�onal ins�tu�ons was done by the research team at the
study headquarters in Dhaka using the full list of ins�tu�ons available in BANBEIS website.

Again, out of 600, intended five teachers had been sampled from 584 ins�tu�ons. This was not possible in
seven ins�tu�ons due to lack of teachers or teachers being absent in ins�tu�on on the survey day. Eleven
teachers were short in these ins�tu�ons. They were filled up from nine ins�tu�ons sampling more teachers
from them. Therefore, the number of ins�tu�on had not to be increased in the sample. Note that sampling
of the upazilas/thanas and the ins�tu�ons therein was done by a research team member in Dhaka. Sampling
of teachers was done at ins�tu�on level by the RAs.

The head of the ins�tu�ons were the principal respondents for the ins�tu�on survey who were interviewed
in their offices. Some of them provided informa�on on their own, but a majority took help from their
colleagues as some of the informa�on had to be dug from school documents and registers. The sample
teachers were also interviewed at the ins�tu�on premises. As these were one-to-one interviews, at most
two teachers were interviewed in an educa�onal ins�tu�on at a �me. In most cases, the interviews could
not be conducted at one go due to length of the ques�onnaire. Therefore, the sample teachers provided
informa�on in two to three si�ngs on the same day during gap period and mid-day breaks. Some of the
teachers had to be interviewed a�er school hours and a few on weekends. The teacher survey ques�onnaire
was administered first, and then the PTCS, which was self-administered. 

Five RAs went to five selected upazilas, one in each, to collect qualita�ve data. A supervisor and research
team members visited each of them to see their works as well as to work with them. The RAs took notes
while observing a classroom ac�vity or doing in-depth interviews. Detailed write-up of each of the events
was prepared on the same day. The research team members also prepared write-ups on their own
observa�ons and interviews. 

G.   Quality assurance measures
Several steps were taken to ensure quality of data. First, for each of two-member survey team, one was
made leader whose responsibility was to ensure fieldwork as per instruc�on. Both the members checked
each other’s filled-up ques�onnaires to find errors or inconsistencies, if any. A team of supervisors randomly
visited the sample ins�tu�ons to see whether the teams went to the right sample of ins�tu�ons and teacher
sampling was done in the right manner and ques�ons are asked in the right way to the right respondents.
They also randomly checked previous day’s works. A five member team of the Field Management Unit of
the former Research and Evalua�on Division of BRAC also provided random visits to the field teams. They
also checked whether the supervisors were doing their du�es as expected. Finally, members of the core
research team and the Educa�on Watch group members visited some of the sampled educa�onal
ins�tu�ons to check the overall field opera�ons. The research assistants and the supervisors regularly
communicated over cell phones with the research team in Dhaka.

H.   Weigh�ng and data analysis
Number of educa�onal ins�tu�ons and students of grades VI-X therein substan�ally varied by type of
ins�tu�on in the popula�on. However, these were exactly equal in the sample. Such a devia�on between
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popula�on and sample required some repairing to have correct results when data were pooled for na�onal
es�mates as well as es�mates for broader categories of schools and madrasas. Weights were used in pooling
es�mates at the above levels. Number of ins�tu�ons and students in grades VI-X found from BANBEIS
dataset were used in calcula�ng the weights. Standard sta�s�cal procedure was used in calcula�ng weights
(Cochran 1977). Annex 2.5 provides detail of the procedure followed as well as the weights against each
type of educa�onal ins�tu�on.

Data analysis

Data generated through surveys (ins�tu�on, teacher and PTCS) were analysed using the Sta�s�cal Package
for Social Sciences (SPSS) version 20. Data generated through using qualita�ve research techniques were
analysed manually. Hundreds of bi-and-tri-variate cross-tabula�ons with appropriate sta�s�cal tests
provided basic results. The sta�s�cal tests included chi-square, t, and F. Chi-square test was performed to
detect differences among propor�ons, t-test was performed to do so between two means, and F-test was
performed to do the same among three or more means. Many mul�variate regression analysis were carried
out following a stepwise approach to predict a number of situa�ons (indicators) with regard to teacher
characteris�cs. In most cases, qualita�ve findings were fi�ed into the report along with quan�ta�ve
findings; however, a separate chapter was produced on a par�cular issue only with qualita�ve findings
(Chapter 9). 

I.   Strengths and limita�ons
Although all necessary measures were taken to conduct the research in the best possible manner, like any
other sample-based studies, this research bears both strengths and limita�ons. Strengths and limita�ons
of the research are provided below.

Strengths

1. This is the first research exclusively on secondary school teachers in Bangladesh, which generated
na�onal as well as ins�tu�on type-wise es�mates on various aspects related to teachers. This
research is �mely because teachers are given much importance in the fourth Sustainable
Development Goal (SDG4 or Educa�on SDG). Findings of this study can help understand the
teachers’ lives be�er, which can be helpful in designing strategies on teachers so that quality of
educa�on can be improved. 

2. Separate analysis of the situa�on of school and madrasa teachers as well as by residence
(rural/urban) and gender for all the indicators produced valuable informa�on for policy formula�on.
These can be valuable informa�on for not only assessing current situa�on, but also determining
what to be done in future for improvement of the status of teachers. 

3. Although the quan�ta�ve method was the prominent one, but in most cases qualita�ve informa�on
supplemented the survey findings in a mutually complementary manner. This approach helped
researchers to explain the issues be�er and therefore can be seen as an advantage of mixed method
approach in educa�onal research.

4. Establishment of rela�onship among various issues related to teachers’ lives is totally a new
addi�on in educa�onal research in Bangladesh. Use of mul�variate analysis made this possible.
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5. Issues like teachers’ involvement in private supplementary tutoring, use of guidebooks, engagement
with teacher associa�ons, and their knowledge on educa�on policies, curriculum and SDG 4 are
very much new for research in Bangladesh context. Explora�on of these issues increased the merit
and power of this study.

6. The na�onal database produced by the Bangladesh Bureau of Educa�onal Informa�on and Sta�s�cs
(BANBEIS) was used for sampling the educa�onal ins�tu�ons, which helped drawing accurate
sample of ins�tu�ons for teacher survey.

Limita�ons

1. This research did not consider public School & Colleges and Alia madrasas due to small numbers,
the Junior Secondary Schools for not providing the full of secondary educa�on, and the
independent voca�onal ins�tu�ons for their different nature and provision of par�al of secondary
educa�on. Although these ins�tu�ons collec�vely represent a small part of secondary educa�on
in Bangladesh (8.6% of ins�tu�ons, 6% of teachers and 3.5% of students), but exclusion of them
may raise ques�on regarding full representa�on.

2. The sampling frame was readily available for simple random sampling in selec�ng the ins�tu�ons,
but it was not done for prac�cal reasons such as shortage of �me for field work. Such a strategy
could have generated more accurate es�mates. On the other hand, more than double the number
of upazilas/thanas had to be visited to reach the intended number of ins�tu�ons. Some errors due
to such situa�ons cannot be ruled out. 

3. Qualita�ve part of the research was concentrated to only in 10 ins�tu�ons located in five upazilas.
This limits generaliza�on of the findings for that part of the research. 

4. Dura�on of classroom observa�ons was only three days. Again, it was done almost at the end of
the academic year. These seem to be inadequate to have the full picture combining varie�es of
topics on a par�cular subject. Limita�ons due to this cannot be ruled out.
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Chapter 3
Review of Policies Related to 
Teacher Development
Key Findings

The Directorate of Secondary and Higher Educa�on (DSHE) under the Ministry of Educa�on is the key agency
to implement secondary educa�on in Bangladesh. The Bangladesh Madrasa Educa�on Board is responsible
for madrasa educa�on.

The DSHE recruits teachers for Government secondary schools. The Managing Commi�ees or Governing
Boards do so for the other types. The applicants need to qualify the teachers’ registra�on test administered
by the Non-government Teachers Registra�on and Cer�fica�on Authority (NTRCA). 

Minimum educa�onal qualifica�on for secondary school teaching is a Bachelor’s degree. The Na�onal
Educa�on Policy 2010 recommended Bachelor of Educa�on (BEd) degree as the pre-requisite for teaching
posi�on alongside the above and introduc�on of co-curricular ac�vi�es during the training. Both are yet
to be materialized. 

Government provides grant to a large majority of the private educa�onal ins�tu�ons (83%) and salary
subven�on to the teachers therein (89%). The amount was BDT 87,943.6 million for the FY 2015-16.

Teachers’ promo�on is almost impossible in the secondary educa�on system. A�er a certain period of �me,
the grades of the teachers are increased which result in some addi�on in salary and benefits keeping the
designa�on the same – Assistant Teacher. In case of the private educa�onal ins�tu�ons the promo�onal
process is even worse. 
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Democra�za�on of secondary educa�on is one of the most significant achievements of Bangladesh in
the past decades. Along with increased access of young people to secondary educa�on, increase in

the number of educa�onal ins�tu�ons and teachers, and reduc�on of gender inequality in access are some
of the highlights of this success. There have also been up-grada�on of curriculum, digitaliza�on of secondary
educa�onal ins�tu�ons through se�ng up of smart classrooms with ICT materials, and training of a large
number of teachers (subject based and short courses on various educa�onal issues). However, quality of
educa�on has not improved with equal pace of quan�ta�ve success. It is o�en said that the educa�on
system has become ‘exam-centric’ rather than ‘learning-centric’ (Nath et al. 2015).

Although there are many factors affec�ng learning achievement, a complex variable of par�cular
significance is the teacher and the quality of teaching. Teachers play the most important role in the planning,
delivery, management and ensuring the quality of educa�on (World Bank 2013). Importance of teachers
for be�er learning has seen demonstrated in a number of studies (Schacter & Thum 2004, Glewwe &
Kremer 2006, Hanushek & Rivkin 2006, 2010. The role of teachers is more important when the fourth
Sustainable Development Goal (SDG 4) is a concern. In SDG 4, teachers have been considered as a key agent
for achieving quality of educa�on (United Na�ons 2017). Teacher related issues are important for
Bangladesh because their salaries cons�tute the largest single budgetary element in educa�on (World Bank
2013). Addressing the teachers’ issues and improving their situa�on are linked to the efficient use of public
resources. This chapter presents a review of policy documents relevant to the teacher recruitment, salary,
promo�on, training along with their status, rights and responsibili�es that should be considered in order
to support quality improvement in secondary educa�on.

A.   Teacher recruitment system
The Directorate of Secondary and Higher Educa�on (DSHE) under the Ministry of Educa�on is the recrui�ng
authority against the approved posi�ons of Assistant Teachers for the Government secondary schools. This is
done on the basis of the applicants’ academic results, a wri�en and an oral test. Four-fi�hs of the heads of
these ins�tu�ons are filled up through promo�on of the Assistant Teachers and the remaining por�on is filled
up from outside. The Bangladesh Public Service Commission (BPSC) under the Ministry of Public Administra�on
calls for applica�on for these posi�ons (heads) and take tests before selec�on. Earlier in 1983, based on a
sugges�on of an administra�ve reconstruc�on commi�ee (known as Enam Commi�ee), the government has
created 14 subject-based teacher posi�ons in each Government school. However, it was amended in 1989 and
all posi�ons are made Assistant Teachers (Rahman et al. 2010). Ini�ally, posi�on of the Assistant Teacher was
equivalent to a class III government employee and the head of ins�tu�on was equivalent to a class II
government employee, which has now been upgraded to class II and class I, respec�vely. 

The School Managing Commi�ees (SMCs) are the recrui�ng authori�es for the grant and non-grant based
secondary schools (Non-government) and School & Colleges. However, the applicants are to prove their
eligibility through a wri�en test administered by the Non-government Teachers Registra�on and
Cer�fica�on Authority (NTRCA). NTRCA was formed in 2005 with the inten�on of ‘no person shall be
considered eligible for the post of assistant teacher of the non-government schools unless s/he is listed,
registered, and cer�fied by NTRCA’. To be listed to NTRCA, the interested persons are to sit for a wri�en
test of 200 marks – half on compulsory subjects such as Bangla, English, Mathema�cs and General Science,
and remaining on op�onal subjects as per choice of the candidates. The candidates who receive cer�ficate
from NTRCA are considered eligible to apply for the post of Assistant Teacher as per adver�sement by the
SMC where there is a vacant posi�on.
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As per rule, the SMC forms a recruitment commi�ee of minimum five members; two of which must be the
representa�ves of Director General (DG) of DSHE as may be nominated from nearby government school
or college. The SMC Chairperson chairs this commi�ee. The other members are head of the Ins�tu�on,
who is also the member secretary of the commi�ee and any member as desired by the SMC – may be SMC
member or a teacher of other educa�onal ins�tu�on or local community leader or an educa�onist. The
commi�ee prepares a list of qualified candidates in order of merit and then sends it to the SMC for final
selec�on preferably of the be�er candidates. Note that in case of recruitment of head of ins�tu�on, the
DG-DSHE representa�ve must be the head of a government ins�tu�on (school or college).

The Na�onal Educa�on Policy 2010, however, has proposed to set up a selec�on commission for the Non-
government school teachers. This commission was proposed to be formed similar to BPSC for recruitment
of teachers based on their capability and merit for the grant and non-grant educa�onal ins�tu�ons from
primary to higher secondary educa�on including the madrasas. According to this proposal, teachers will
have to be selected by the non-government teachers’ selec�on commission through an appropriate process
of oral and wri�en tests every year and be recruited as per local and ins�tu�onal needs. However, the
proposed central ‘selec�on commission’ could not been formed, but every school has got its own SMC
which takes the responsibility of selec�ng a teacher. With the establishment of the proposed selec�on
commission, NTRCA will be abolished.

There are established minimum educa�onal qualifica�ons for teachers to be recruited, set by DSHE. The
minimum qualifica�ons are as follows: 

� The minimum educa�onal qualifica�on for recruitment of a teacher for secondary educa�onal
ins�tu�on is a 2nd class Bachelor degree or equivalent.

� No pre-service training is needed for recruitment. The recruited teachers have to receive training
and earn a Bachelor of Educa�on (BED) degree within three years from their joining. 

� For direct appointment for the post of head of ins�tu�on, the minimum qualifica�on is a Master’s
degree with a 2nd class and the person has to earn a BEd degree within 3 years of appointment. 

The SMCs generally follow this. Note that fully independent ins�tu�ons, who do not receive grant from
the government, are not bound to follow the above criteria for teacher recruitment. They can set their
own criteria as per the ins�tu�onal need. 

Teacher recruitment is crucial for success of any educa�on system. It is important to recruit quality teachers
through a fair and transparent procedure. A Transparency Interna�onal Bangladesh (TIB) study by Mulcahy
(2015) found that teacher recruitment is one of the main sources of corrup�on in the educa�on sector of
Bangladesh. Nepo�sm and poli�cal affilia�on are common factors that influence recruitment and training
processes of the teachers. To make recruitment procedure effec�ve UNESCO (2015) has set a standard. It
emphasized on a number of considera�ons that should be kept in mind while recrui�ng teachers. First of
all, the need of teachers would have to be evident clearly and only those persons would have to be a�racted
and retained who possess a sound profile and strong commitment to teaching. It emphasised on teachers’
professional enhancement and status. Regarding teachers’ recruitment UNESCO (2015) suggested to ensure
a fair selec�on process, which is transparent and does not exclude the disadvantaged groups. Sugges�on
was also made to introduce licensing of teachers, so that it ensures necessary knowledge, competence and
a�ributes of those who are interested in teaching (Annex 3.1).
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ILO/UNESCO (1996) outlined some recommenda�ons regarding prepara�on of individuals for entering into
teaching profession. The purpose of this would be providing society with sufficient number of teachers
who are capable with necessary professional knowledge and skills of teaching and have moral, intellectual,
and physical quali�es. They also recommended ensuring comple�on of an approved course by the
candidates from an appropriate teacher-prepara�on ins�tu�on prior to entering into teaching. Proposal
was also made to ensure comple�on of secondary educa�on as minimum educa�onal qualifica�on for
admission to those courses. Candidates lacking formal requirements of admission, but enriched with
valuable experience of teaching and voca�onal skills would also be qualified for admi�ng to the teachers’
prepara�on course. ILO/UNESCO also stressed on ensuring availability of financial grants for the students
to pursue courses of teaching for prepara�on (Annex 3.2).

The ILO/UNESCO (1966) recommenda�on reflects that entering into teaching profession is a planned
decision. However, in Bangladesh, the criteria for entering into the teaching profession are very low and
required no professional training neither it requires rigorous prepara�on. A person in Bangladesh can enter
into the teaching profession legi�mately without any professional degree or training which might
underes�mate the importance of professional requirements of ge�ng into this profession. 

In a few cases, the Assistant Teachers of the Government schools may get promo�on to higher posi�ons.
No such scope exists for those in grant and non-grant educa�onal ins�tu�ons. Teaching in Government
ins�tu�ons is a transferable job throughout the country, which is done on demand but not on a regular
basis. This is not the case in grant and non-grant educa�onal ins�tu�ons. The teachers in these ins�tu�ons
can proceed in the same ins�tu�on with ini�al designa�on un�l re�rement. As per government rule, all
teachers of government, grant or non-grant ins�tu�ons re�re at the age of 59 years with one-year pre-
re�rement leave.

B.   Promo�on of teachers
Promo�on is an important issue in any service. However, it is almost non-existen�n secondary educa�on
in Bangladesh. Only a few teachers, if lucky, get promo�on in this system. If a graduate without a BEd degree
enter in teaching job as an Assistant Teacher receives grade 11 in the service cadre and if anybody possesses
a BEd degree with similar educa�onal qualifica�on also get Assistant Teacher posi�on but receives one
step higher grade i.e., 10th grade. A�er 8, 12 and 15 years of service the person receives grades 9, 8 and
7, respec�vely. Such an up-grada�on only increases salary and other benefits as per na�onal pay scale
remaining their post as Assistant Teacher. A very few of the teachers can get promo�on to the post of
assistant head teacher which is equivalent to grade 8 and head teacher which is equivalent to grade 7. 

Because of limited posi�ons for head and assistant head teachers, most of the assistant teachers re�re
from service a�er 30 years or so (at age 59 years) from the same posi�on of Assistant Teacher. As a result,
except for the government service-length salary scale, there are very few opportuni�es to increase ones
in-school earning poten�al. The situa�on of Non-government school teachers is worse as there is no
provision for them to be promoted from the post of Assistant Teacher.  In fact, the up-grada�on of pay
scale with years of service length is not applicable for them. 

Teacher promo�on policy as men�oned in the Na�onal Educa�on Policy 2010 is more progressive than
what is prac�ced on ground. Following are the main points from the policy.

� Teachers of the non-government educa�onal ins�tu�ons will be promoted to higher posi�ons, …
through a compe��ve process that reviews their qualifica�ons (higher degree, original research
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works, improvement of teaching methods etc.). This process will be carried out according to the
non-government teacher recruitment regula�ons. Increment of salary will be subject to successful
comple�on of training and achievement of higher degree. On a broader context, the basic benefits
will be met first, while other facili�es will be connected with the acquisi�on of higher qualifica�on
and skills.

� It is necessary to connect promo�on with the training received by teachers. Vacancy for higher
posts will be filled in through direct appointment or accelerated promo�on of higher degree holders
and qualified and trained teachers. If necessary, up-grada�on of posts will be done through
appropriate rules and regula�ons.

� The posi�ons of teachers of all streams and levels within the MPO [grant] system will be made
transferable under specified policies. Teachers enjoying MPOs [grant status] may be transferred to
equivalent posi�on in similar ins�tu�ons of iden�cal streams, if the government feels it necessary.

� Teachers will be offered incen�ve through substan�ve packages and salary scale for different levels
(i.e., assistant teacher, assistant head teacher, head teacher), with opportuni�es of promo�on.
Their pay and allowances will be fixed keeping in mind their dignity and their important role in
na�on-building. Simultaneously, their accountability must be ensured. 

� Ini�a�ves will be taken for teachers’ training and scope of their in-service training will be
broadened. Overseas training will be arranged depending on necessity and availability. The skill
and capacity of the na�onal training ins�tu�ons will be improved.

The Educa�on Commission 2003 also gave some sugges�ons regarding teachers’ promo�on which were
not translated into policy, but are s�ll relevant with regard to the present context of Bangladesh.
Following are highlights from the commission report.

� A person will be appointed as an Assistant Teacher when s/he will enter into the profession. A�er
5 years/he will be promoted to a higher pay scale as Senior Assistant Teacher and a�er 10 years
s/he will be promoted into another higher pay scale which will be recommended by a commi�ee
of DSHE. This scale would be for Assistant Head Teacher.

� There should be a career path for teachers, where apparently brilliant teachers can be appointed
in higher secondary level teaching and even in higher administra�on of educa�on system.

� There should be a separate pay scale for the teachers so that they can live their life with proper
dignity. 

� There should be a system for pension and gratuity for all government and private sector secondary
school teachers. 

It is observed in two important documents that teachers’ promo�on in service is an unse�led issue, which
varies from commission to commission. There are no standard criteria for government and private
educa�onal ins�tu�ons which are strictly followed by the authority round the years. In order to assist
government, the ILO/UNESCO (1966) has recommended a guideline regarding promo�on of teachers. In
order to ensure teachers’ professional growth, the ILO/UNESCO (1996) prescribed some criteria for
teachers’ promo�on. First of all, they men�oned that teachers with necessary quality should be able to
move to the be�er schools. Recogni�on of teachers’ addi�onal responsibility was strongly suggested there.
ILO/UNESCO emphasized that teachers’ scope of promo�on should not be limited to the teaching posi�on
within the schools only. With adequate quality, teachers could be provided with various responsibili�es of
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educa�onal administra�on as well. Finally, in consulta�on with the teachers’ organiza�on it would have to
be ensured that teachers’ promo�on should be based on an objec�ve assessment of teachers’ qualifica�on
for the new post (Annex 3.3). If these criteria could be followed in the na�onal promo�on policy the na�onal
standard of educa�on could have been much be�er. 

C.   Wage and other benefits
Wage and benefits are important for any service because it determines the life style, mo�va�on, and helps
develop planning for future development in the career. In the perspec�ve of labour market, educa�on that
ensures higher income is considered to be successful for any profession (UNESCO 2015). Ironically, in
Bangladesh, teachers’ pay is not adequate and does not meet either the demands of the job or fulfil
teachers’ basic needs considering market value. Despite increase in remunera�on, it remains low and does
not adequately support teachers’ cost of living. That’s why teachers get involved in other income genera�ng
ac�vi�es; of which private supplementary tutoring is the most common. 

The fresh university graduates without a BEd degree start their job as Assistant Teacher in the secondary
educa�onal ins�tu�ons at grade 11 with BDT 12,500 per month as basic salary. A teacher with a BEd degree
starts at grade 10 and receives BDT 16,000 as per the na�onal pay scale 2015. A�er eight years of service,
the teacher is upgraded to grade 9 and at BDT 22,000. There is a provision to upgrade the teacher at grade
8 as an Assistant Head Teacher a�er four years, but due to scarcity of posts most of the teachers do not
get that – they re�re with change of one grade only (from 11 or 10 to 9) and with same designa�on like
Assistant Teacher. Those few who are promoted to the posts of Assistant Head Teacher get grade 8 at BDT
23,000 as basic. Promo�on to the posi�on of Head Teacher is due a�er three years. This posi�on is called
grade 7 and the head teachers get BDT 29,000 per month as basic salary. There is a provision of house rent
in accordance with the loca�on of the ins�tu�on and medical allowance as well. Medical allowance is BDT
1,500 per month and house rent ranges between 35% and 65% depending upon the amount of basic salary
and loca�on of ins�tu�on. A comparative statement of teachers’ wage and other benefits of both public
and private schools are given in Table 3.1.
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The public/Government school
teachers receive all the above,
but those who serve in the
p r i v a t e / N o n - g o v e r n m e n t
ins�tu�ons don’t. However,
majority of the teaching force is
with the private/Non-
government ins�tu�ons.
Therefore, there exists a huge
difference in terms of salary and
other benefits between the
teachers of public/Government
and private/Non-government
ins�tu�ons and among the
teachers of private ins�tu�ons.
The teachers in the private
ins�tu�ons join as a non-grant
teacher. On fulfilling a set



criterion, they are shi�ed as grant teachers. Therefore, both grant and non-grant teachers are available in the
private educa�onal ins�tu�ons. This is actually government’s salary subven�on to the teachers of private
educa�onal ins�tu�ons. Ini�ally, the government provided 60% of monthly salary as grant to the grant
teachers, which has raised to 90% in 2001 and the full a�erwards (Rahman et al. 2010). When the government
provided par�al of basic salary, the remaining amount was supposed to be provided by the school authority.
As the teachers reported in the interviews that in reality, the teachers had to sa�sfy with the government part
only. The ins�tu�on’s part was rarely available based on its financial capability. Over the �me, the government
also provides 50% of basic salary as house rent, 25% of the same as medical and fes�val allowance, and short-
term training and pension (ADB 2008, Rahman et al. 2010). The non-grant teachers receive none of these.
They are to be sa�sfied with the financial ability of the educa�onal ins�tu�ons.

Billah (2018) observed that although there lies a standing decision of fi�een years back – to have the private
educa�onal ins�tu�ons a grant status they must have government recogni�on to con�nue academic
programmes, it was not included in the Na�onal Educa�on Policy 2010, but over a thousand ins�tu�ons
were provided grant status at that �me. At present, 5,242 educa�onal ins�tu�ons with about 80,000
teachers are wai�ng to have a grant status, the Finance Minister of the government has decided to do so
for a thousand only in the upcoming fiscal year (Byron 2018, Billah 2018). 

However, no ins�tu�on has been given grant status since 2011. Therefore, the teachers and the staff
working in the non-grant ins�tu�ons have been passing very hard days because of financial constraints.
Teachers and employees of government-recognized private educa�onal ins�tu�ons have been demanding
for government subven�on for the past few years. They also demonstrated in the capital on mul�ple
occasions. Good news is that, the government has issued ‘The Non-government Educational Institutions
(School & College) Manpower Organogram’ and MPO Policy, 2018 with the aim of enlisting the
remaining non-government educational institutions for grants. A scheme will soon be implemented
as per the policy (Byron 2018). Selec�on criterion of schools for MPO have been decided to four aspects
such as: the grading will have 100 points. There are 25 points for academic recogni�on, 25 points for the
number of students, 25 points for the number of examinees and 25 points for the number of successful
students in public exams (The Independent, 2 August, 2018). 

UNESCO (2015) has set some basic principles to follow prior to deciding teachers’ salary and benefits. These
are as follows.

� Na�onal income levels – measured in gross domes�c product (GDP) per capita;

� Minimum living standards in very poor countries;

� Comparator professions: professions requiring similar qualifica�ons, length of training, knowledge,
skills and responsibili�es; and

� Educa�on authori�es’ fiscal or revenue capacity.

Unfortunately, this standard is not strictly followed in Bangladesh while determining the salary in the public
sector. In private sector, this standard is seriously hampered for many obvious reasons like, poor financial
condi�on of the ins�tute, and/or lack of availability of qualified teacher in the remote areas. 

In addi�on to basic salary, which may include re�rement pension and social security provisions, other
financial incen�ves forming part of teachers’ reward packages include allowances for par�cular
responsibili�es, family benefits, housing provision or subsidies, transport subsidies and financial
contribu�ons towards further training and con�nuous professional development (CPD). Introduc�on of
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such reward in response of teachers’ excellence in his/her profession will be produc�ve for crea�on of
good quality teachers in this voca�on. Not only financial benefits but teachers may provide non-financial
incen�ves including various leave provisions (including study leave), enhanced promo�on opportuni�es,
access to different types of CPD, provision of smart phones, e-readers or laptops with Internet connec�ons
for CPD and housing. Financial and nonfinancial incen�ves should be part of a holis�c strategy to a�ract
teachers of hard-to-staff schools, including career progression (UNESCO 2015).

Apart from the salary there should be social security provision such as medical care, sickness benefit,
unemployment benefit, old-age benefit, employment injury benefit, family benefit, maternity benefit,
invalidity benefit and survivors' benefit (ILO/UNESCO 1966). The ILO/ UNESCO (1966) recommenda�ons
for determina�on of teachers’ salary and benefits are provided in Annex 3.4. This can seriously be
considered in Bangladesh for the be�erment of the teachers as well as for quality of educa�on.  

It is to be men�oned that where teacher salaries do not reflect the levels of educa�on, training and
responsibili�es required, or allow teachers to live decently without taking on second jobs, the teaching
profession loses pres�ge, adversely impac�ng on recruitment, mo�va�on and reten�on.  Considering the
situa�on of Bangladesh, it is therefore, a high �me to take the salary issue of teachers with great concern
and take necessary steps to mi�gate the discrepancy between the salary and other benefits for the teachers
of public and private educa�ona ins�tu�ons.  

D.   Opportuni�es for professional development 
According to UNESCO (2015)’s Teacher Policy Development Guide, a career path which allows for
progression and development over a teacher’s career is crucial to a�ract, mo�vate and retain teachers,
contribu�ng to building a teaching force with necessary knowledge, competence and a�tudes to enhance
learning. Meaningful rewards and incen�ves, financial and non-financial, to mo�vate teachers to progress;
be linked to significant con�nuous professional development (CPD) op�ons; and be equitable, allowing
equal opportuni�es in career progression are also there in the guide.

Teaching is a blocked job in Bangladesh because it has no ver�cal or horizontal transi�on in the whole
profession. Once a person become a teacher remains there throughout his/her career except a few lucky
who gets promo�on to higher post like Assistant Head Teacher or Head Teacher (FREPD 2007). However,
teachers are allowed to apply for higher posi�ons and may join there if they survive the selec�on
procedures. Usually very few teachers (ranging from 5 to 10%) get such opportunity in their life �me. The
major a�rac�on of such teaching profession is the opportunity of ge�ng students for private
supplementary tutoring. It is a trend among the teachers that they do not take much care of the students
in classrooms, they invite them at home to a small or large group where they teach with li�le more care
and devo�on. Usually school teachers largely prefer private coaching for it is another source of income. 

The issue of teachers’ professional development and higher educa�on had been highlighted throughout
the recommenda�ons provided by ILO/UNESCO (1996). To ensure professional capacity of the teachers
they strongly emphasized on in-service training to the teachers. The recommenda�ons also included that
the authority in consulta�on with the teachers’ organiza�on would promote a wide system of in-service
training which would provide free in-service training to the teachers. For this, there should be collabora�on
among the teachers’ prepara�on ins�tutes, scien�fic and cultural ins�tutes and so on. Ensuring availability
of resource books and materials, and scope of par�cipa�ng to various courses were another
recommenda�on there for keeping teachers update regarding the content and method of their respec�ve
subjects. Provision of using relevant research findings by the schools for enhancing teachers’ capacity on
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the subject they taught and the teaching methods they used. Finally, they recommended ensuring teachers’
scope of pursuing higher educa�on and the availability of financial and technical support for this purpose
on an interna�onal or regional basis (Annex 3.5).

E.   Professional status of teacher 
As per recruitment rule, the posi�on of Assistant Teacher was equivalent to class III government employee
(non-cadre) for long and the head of ins�tu�on was equivalent to class II (non-cadre), which have now
been upgraded to class II and class I, respec�vely. Teachers of Government high schools have been
demanding for a status of classI for long, but the situa�on s�ll remains the same with class II (non-cadre).
Despite the emphasis on this issue given by all the educa�on commissions, no government pay commission
heeded to this demand. Lack of such status made the profession less lucra�ve to the poten�al candidates. 

A�er the independence of Bangladesh, the first Educa�on Commission led by Dr Qudrat-e-Khuda (1974)
drew the secondary school teachers’ professional status to a significant posi�on. The Commission said that
the ‘teachers should be able to live a minimum standard of pres�gious life hence government should take
ini�a�ve for increasing their salary and other facili�es and they have to maintain consistency with everyday
life standard. Ranks should be increased for teachers.’ Later in 1988, another Na�onal Educa�on
Commission also suggested to give special a�en�on to the teachers. This Commission suggested to
introduce annual award for the successful teachers to be distributed by the President of the country and
also to change the warrant of precedence in order to establish teacher’s social and na�onal honour. The
Educa�on Commission of 2003 for the first �me observed some discrepancies regarding the professional
status of secondary school teachers. Following are the Commission’s observa�ons.

� Though teachers of Cadet College get recogni�on as first class gaze�ed officer, but the secondary
school teachers with the same qualifica�on dignity of posi�on is much lower than them. 

� Assistant teachers get salary same as 2nd class officer but they don’t get the same reputa�on as
them.

� Assistant teachers received 8, 12- and 15-year �me scale but they don’t get promoted. This is the
main reason why qualified youngsters are not interested in teaching profession. 

The Na�onal Educa�on Policy 2010 has given much emphasis on teachers’ status and acknowledged the
issue by providing it in a separate chapter along with teachers’ rights and responsibili�es. In order to increase
teacher status, the policy considered that honour and honorarium are interrelated. Teachers’ social status
can’t be increased without increasing their professional rank and pay scale. Moreover, other avenues of
professional development and provisions are suggested for teachers to endorse their status as well as quality
educa�on. According to the policy, ‘if the issue of the status of teachers is limited to rhetoric and the teachers
do not enjoy a respectable social status in real terms, the quality of educa�on cannot be improved.’ The
document has suggested several provisions for reducing the exis�ng gap between Government and
private/Non-government educa�onal ins�tu�ons in terms of their financial benefits. Such as:

� In order to increase the benefits of the teachers of private/non-government ins�tu�ons to the level
of the government ins�tu�ons, the government will gradually increase the salary and other benefits
on the basis of availability of funds and the academic and training skills of the incumbent.

� The benefit trust for the teachers of non-government ins�tu�ons will be strengthened. Medical
expenses of teachers, one-�me [financial] assistance on the occasion of premature death of the
teachers/employees, pension and financial benefits on their re�rement will be increased.
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� There must be specific policies to na�onalize the non-government educa�onal ins�tu�ons. These
policies will include the service rules of the teachers/officials/staff of the na�onalized ins�tu�ons.
The policies will protect the interests of the teachers recruited through the selec�on commission.
Similar protec�on will cover the interests of the officials and staff.

F.   Rights and responsibili�es
The Qudrat-e-Khuda Commission gave direc�ons regarding responsibili�es of the teachers and specified
job responsibili�es and working hour of the teachers of secondary educa�onal ins�tu�ons. The commission
suggested 45 hours’ work per week for the teachers of grades VI-X. The sugges�on also includes its division
by ac�vity such as, 21 hours for teaching, 10 hours for prepara�on, 8 hours for teacher’s rec�fica�on and
managing student behaviour, and 6 hours for co-curricular ac�vi�es. 

According to the Na�onal Educa�on Policy 2010, the major du�es of the teachers include inspiring and
encouraging the students to cul�vate good habits; to build-up their diligence, tolerance, perseverance,
pa�ence, respect for religion of their own and of others; to build them up as patrio�c and efficient ci�zens
free from any supers��ons. Their responsibili�es would include delivery of lessons within the classroom
with sincerity and involvement in ac�vi�es related to educa�on. They should feel responsible to build-up
the future of the learners. It is expected that the teachers will remain present in their respec�ve ins�tu�ons
for some fixed hours. It also states that the weekly working �me for secondary teachers (Grade VI-XII)
should be 45 hours. Of which 24 hours for teaching, 6 hours for counselling and welfare ac�vi�es, 6 hours
for prepara�on of exercise, and 4 hours for other ac�vi�es.  

Regarding rights of the teachers, the Na�onal Educa�on Policy 2010 promised the followings, though many
of them did not see the light of implementa�on yet.  

� Female teachers will not be discriminated for any reason whatsoever par�cularly in ma�ers of
recruitment. Equally qualified female teachers will enjoy priority par�cularly in primary and
secondary educa�on.

� Promo�on of teachers at all levels of educa�on will depend on seniority and their teaching quali�es.
Methods to measure the teaching proficiency will be introduced. Training courses received by them
will also be considered in case of their promo�on at all levels of educa�on. 

� Teachers will be honoured and encouraged for any special contribu�on to the field of educa�on,
society, crea�ve wri�ng and publica�ons.

� Teachers selected on the basis of merit, efficiency and experience will be posted at different levels
of educa�onal administra�on and there will be opportuni�es of promo�on for them.

� Teachers’ organiza�ons should introduce some ethical/moral codes and rules and regula�ons and
ensure that these are being followed. The government may also play an ac�ve role in this regard.

� Teachers of government and non-government educa�onal ins�tu�ons will enjoy earned leave (EL)
like others. 

The above shows the inten�on of the government, but in order to transform the policy into act is not visible.
Despite a complete dra� of educa�on act yet it was not adopted by the parliament. 

Regarding the rights and responsibili�es of teachers the ILO/UNESCO (1966) charter also recommended
some ac�vi�es that are ideal for teachers of any secondary level educa�on. These recommenda�ons are
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provided in Annex 3.6. On the other hand, according to UNESCO (2015) work hours should be based on all
dimensions of teachers’ work, which include instruc�on �me, instruc�onal support, CPD, administra�ve
and co-curricular ac�vi�es and parent/guardian interac�on, as well as personal and family needs. 

G.   Teachers’ accountability 
The word ‘accountability’ o�en means ‘answerability’ for someone’s du�es. It also refers to someone’s
responsibility for assigned du�es towards achieving a target. The bureaucracy in Bangladesh focuses more
on a set of rules and regula�ons or processes rather than the outcomes or ci�zens’ sa�sfac�on. The no�on
of accountability may, in prac�ce, be simplis�cally applied to maintaining rules since poor performance
and quality of the service delivery o�en do not affect the job security of the officials, be they administrators
or teachers in public educa�onal ins�tu�ons (Mukherjee 2001, Rahman 2013). Teachers’ accountability for
their performance and the quality of their teaching is a key to a high-status teaching profession and to
enhancing learning. There is a reciprocal principle that educa�on systems should be accountable to
teachers, providing effec�ve support and acceptable working condi�ons (UNESCO 2015).

According to UNESCO (2017), the secondary teachers do not have the autonomy to decide on teaching curricula,
materials, or tests used to assess the students taught by them. Given that every decision regarding curricula
comes from the centralized administra�on; ‘teachers and school administrators do not have the authority…to
innovate beyond the textbook’ (Moyer 2014). This long-las�ng centralized prac�ce, in turn, has created an
‘inherent inac�veness’ among the stakeholders. Accountability appears as an ‘alien’ concept (UNESCO 2017).

Moreover, the performance of teachers is poorly monitored as the internal monitoring system is not well
func�oning (Al Mamun 2014). Therefore, teacher absenteeism, negligence of du�es and other types of
irregulari�es are commonly prac�ced. A World Bank (2013) study found that on average, 13-17% of the
teachers are absent from their du�es for authorized and unauthorized reasons, and 30% of the teachers
come late to their duty sta�ons (Chaudhury et al. 2004). 

The local policy implemen�ng agency func�ons poorly because: first, no policy related power is delegated
to the local administra�on at the district and upazila levels; and second, poor monitoring system of District
Educa�on Offices. The District Educa�on Offices are responsible for academic supervision and inspec�on
of secondary schools and madrasas, as well as the par�cular inspec�on of newly established schools under
each district. The district office is also responsible for monitoring of s�pend programmes for girls, academic
supervision, and data collec�on of annual surveys for BANBEIS. There is an Assistant Supervisor at District
Educa�on Office and an Upazila Academic supervisor at Upazila Secondary Educa�on Office. Their main
job is to visit the cluster wise secondary schools determined by District Educa�on Office on a monthly basis
for academic improvement and provide assistance to the schools and monitoring them. They are also
responsible to send monthly monitoring report for achieving overall quality of the educa�onal ins�tu�ons
on the specific form to respec�ve Deputy Directors’ Office through intensive supervision. On an average,
the number of visits is mainly around 11-20 per month. However, considering the number of schools and
area it becomes difficult to visit all the assigned schools in a month. 

H.   Teacher training
Teacher training has been considered as an effec�ve means of improving the competence of teachers, but
how far these ins�tutes are achieving their intended purpose – is a big ques�on. All the Educa�on
Commissions since the independence of Bangladesh and the Na�onal Educa�on Policy 2010 emphasized
on the issue of teacher training. Concerns about the teacher training quality have been at the forefront of
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efforts to reform secondary educa�on since the early 1970s. For the first �me, the important role of training
in the teaching profession have been emphasized in the Qudrat-e-Khuda Educa�on Commission (1974),
which reported, ‘in our country we have yet to fully realize that teaching is a profession and it requires
training as much as any other profession.’ The Commission mainly put emphasis on providing in-service
training of teachers and suggested to popularize teacher training by providing addi�onal allowance and
salary increment in cases who have such professional training. Later in the Na�onal Educa�on Commission
(1988), it was suggested that pre-service training for teachers and refreshers training should be started
along with in service training for the secondary school teachers. 

In order to provide training to the teachers of secondary educa�onal ins�tutes, there are 14 government
teacher training colleges (TTCs), one Na�onal Academy for Educa�onal Management (NAEM), one training
ins�tute for the madrasa teachers, five Higher Secondary Teacher Training Ins�tutes (HSTTIs) for the subject-
based training of higher secondary college teachers, and five educa�onal and research ins�tutes (under
Dhaka, Rajshahi, Cha�ogram, Khulna and Jagannath universi�es) for higher educa�on and research. The
government teacher training colleges offer BEd courses and some of them also offer MEd degree to the
teachers. The Bangladesh Open University also awards BEd and MEd degrees through distance learning.
Besides, there are 106 private secondary teachers’ training colleges situated in different parts of the country.
These offer courses under Na�onal University.

From the very beginning, TTCs focus was solely on pre-service teacher prepara�on and these were incapable
of conduc�ng in-service training programmes (ADB 2015). Though some teachers had completed teacher
educa�on programmes at TTCs, yet, these programmes were of poor quality (ADB 1999). Eventually the
quality of teaching method used in the secondary schools was also of poor quality. The World Bank
Educa�on Sector Review (2000, 2013) noted the same that the most common teaching style in Bangladesh
is lecturing and reading the textbook to the students and having them memorizing the answers to the
ques�ons already given at the end of the chapters (World Bank 2000, 2013). Asking new ques�ons was
seldom prac�ced. One of the problems lies with the quality of teaching at the secondary level is the low
percentage of trained teachers, although many are of highly qualified with university degrees (World Bank
2000). Therefore, both the Na�onal Educa�on Policy documents of 2000 and 2010 have emphasized on
teacher training both in pre-service and in-service. 

Despite efforts to improve the quality of pre-and-in-service teacher training through various development
projects, the quality of teaching con�nues to be a significant problem as noted in the NEP 2010: ‘The
exis�ng teacher training system of our country is very tradi�onal, insufficient, cer�ficate-based, loaded
with theore�cal knowledge, incomplete in prac�cal learning, based on rote learning and conven�onal
tes�ng system.’ In addi�on, the prac�ce of obtaining a BEd from low-quality private ins�tu�ons rather than
a higher-quality na�onal TTC con�nues to be popular. Thus, the teacher training programme
implementa�on strategies in the NEP 2010 men�oned: 

� Immediately a�er recruitment, the secondary teachers will undergo two months founda�on
training. They must take part in BEd course within 3-years of joining.

� A basic training will be organized for the teachers of non-government ins�tu�ons. 

� Extensive co-curricular programmes will be included in the training and the role of the trainees will
be properly evaluated.

� Teachers' organiza�ons should be encouraged to play their roles in upgrading the standard of
teachers and not just in realizing their professional demands.
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However, many of above-men�oned recommenda�ons of NEP 2010 regarding teacher development have
been implemented, but the quality of implementa�on is yet to be improved to its highest extent. With this
regard, it may be men�oned that, despite the government’s effort of a good teacher recruitment policy
some less qualifie teachers managed to get in with the help of some corrupted officials in the system both
in government and private sectors. Another aspect of disadvantage of teaching profession is lack of
promo�on in teaching posi�ons. Hardly, few teachers get promo�on in their 30-40 years of teaching
profession even though they work with limited wages. 

Epilogue 

Teachers’ competence in terms of their educa�on and training is an essen�al factor of quality of educa�on,
but this factor did hardly receive proper a�en�on from any quarter of the government or non-government
ini�a�ves. In order to achieve the SDG 4 by 2030 it is impera�ve to a�ain the quality of teachers to its
highest level. Developing teachers’ competence is a challenging issue because of their huge number,
diversified background and ‘socio-commercial’ culture of the educa�on provider. Because of large number
of teacher community government look at them from economic point that, their salary raise would cost a
big sum on the other hand poli�cal element like par�es and agents u�lize teachers’ collec�ve power to
fulfil their power game agenda. Interplay of these factors somehow creates complex situa�on in the process
of transforming teaching profession into an effec�ve career difficult. In order to establish a sustainable and
comparably effec�ve educa�on these teachers have to be enhanced by their professional quality. Besides
teachers’ long-standing demand of improving their service status has to be upgraded to a respectable one. 

Efficiency in the profession of teaching starts from selec�on of teachers; any misappropria�on in the process
of selec�on would bias or compromise with the subsequent stages of teaching-learning ac�vi�es in school.
Unless the teachers’ union or professional bodies would appreciate these bo�lenecks and fight to stop the
corrup�on the overall educa�on in general and teaching in par�cular will never excel. Along with these,
honoraria plays a great role in the process of competency development. As most of the educa�on
commissions recommended, government and other providers of educa�on must take the issue into serious
considera�on; otherwise, the qualita�ve change that we want to bring in the total educa�on sector will
not be possible. 
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Chapter 4
The Educa�onal Ins�tu�ons
in Sample
Key Findings

The size of the educa�onal ins�tu�ons in terms of number of students varied substan�ally from 58 to 4,775
with a mean 498. The mean was highest in Government schools (900) and lowest in Dakhil madrasas (210).
Over 90% of the ins�tu�ons were co-ed. About 53% of the students were girls.

The number of teachers per ins�tu�on varied from 5 to 84. It was 12 for a quarter of the ins�tu�ons, 11
for 18.3% and 10 for 11.9%. On average, the Government schools had 25.5 permanent teachers and the
others had 10-14 teachers. 

The ins�tu�ons, on average, had 13.4 approved posi�ons, but 11.6 were actually filled up. A half of the
ins�tu�ons recruited temporary teachers thereby shoo�ng the average to 13.5. A quarter of all teachers
were females. Whereas a third of the teachers of Government schools and School & Colleges were females,
it was much lower in the madrasas (18%). 

There were 46 students against a permanent teacher, which decreased to 39 on recruitment of temporary
teachers. The highest student-teacher ra�o was found in School & Colleges, followed by Non-government
schools, Government schools, senior madrasas and Dakhil madrasas, respec�vely. The ra�o was more than
40:1 in 56% of the ins�tu�ons before recruitment of temporary teachers, which decreased to 39.6% on
recruitment of them. 





This chapter provides some basic informa�on on the 600 educa�onal ins�tu�ons under study. This shows
informa�on on the year of establishment, distance from upazila/thana headquarters, government grant

status (MPO), and grades of students which are served by the ins�tu�ons with stream of educa�on. The
distribu�on of students and teachers in the ins�tu�ons and the student-teacher ra�o are also presented.  

A.    Se�ng of ins�tu�ons

Year of establishment

The sampled educa�onal ins�tu�ons were established between 1832 and 2016. Of them, 1.1% were
established in the 19th century (1832-1900), 10.7% from the start of 20th century to the end of the Bri�sh
rule (1901-1947), 24.1% during the Pakistan period (1948-1971), 29.1% during the first two decades of
Bangladesh (1972-1990), and remaining 35% a�erwards (1991-2016) (Table 4.1). Therefore, 64.1% of the
sampled ins�tu�ons were established a�er the libera�on of Bangladesh. The Government schools were
established much earlier than the others with over half of those founded during the Bri�sh period – 24.2%
in 19th century and 30% in 20th century. Over a quarter of the Government schools were established during
the Pakistan period, 15% during the first two decades of Bangladesh and 4.2% a�erwards. On the other
hand, the Dakhil madrasas were rela�vely new ins�tu�ons with none of them establishing under the Bri�sh
rule or before. Two-fi�hs of the Dakhil madrasas were established during 1991-2016, nearly 46% during
1972-1990, and the remaining 13.3% before (1948-1971). A por�on of the other types of ins�tu�ons were
also established during the Bri�sh period – 14.1% of Non-government schools, 22.5% of School & Colleges,
and 16.7% of senior madrasas. A significant propor�on of the School & Colleges and senior madrasas were
established during Pakistan period and the Non-government schools in recent years (1991-2016) – 40%,
38.3% and 39.2%, respec�vely. Forty five percent of the senior madrasas were founded in post-
independence Bangladesh.
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Distance from upazila/thana

Distance of the sampled ins�tu�ons from the upazila/thana headquarters ranged from 0-30 kilometres
with a mean 8.5 kilometres and standard devia�on 5.6 kilometres (Table 4.2). On average, a fi�h of the
ins�tu�ons were within 3.5 kilometres of upazila/thana headquarters, another fi�h between 3.5 and six
kilometres, another fi�h within 6-9 kilometres, another fi�h within 9-13 kilometres, and the remaining
quin�le were beyond 13 kilometres (not shown in table). The Government schools were much closer to

Whereas, 38% of the rural
ins�tu�ons were established
before the independence of
Bangladesh, only a quarter of the
ins�tu�ons in urban loca�ons
were established during that
period (Annex 4.1). Similarly,
about three-quarters of the
madrasas were established a�er
the libera�on of Bangladesh, less
than 60% of the schools were
established during that period. 



the upazila/thana headquarters and the Dakhil madrasas far-off. The average distance of the Government
schools from the respec�ve upazila/thana headquarters was 1.8 kilometres which was 7.4 kilometres for
School & Colleges, 7.7 kilometres for senior madrasas, 8.5 kilometres for Non-government schools, and
9.4 kilometres for Dakhil madrasas (Table 4.2).
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Grant ins�tu�ons

The Government schools by default were ge�ng full support from the state to meet their financial needs.
But the private ins�tu�ons had to fulfil a number of criteria or get a poli�cal favour to be listed for ge�ng
such support. Once listed, in most cases, it con�nues forever. The majority of the four types of private
ins�tu�ons were receiving government grant, popularly known as monthly pay order or MPO. They were
94.2% of the Non-government schools, 90% of the School & Colleges, 98.3% of the senior madrasas, and
67.5% of the Dakhil madrasas – totalling 87.8%. All the ins�tu�ons established in the Bri�sh period were
ge�ng government grants. However, 1% of those which were established in Pakistan period, 4.3% of those
which were established in the first two decades of Bangladesh, and 30.2% of those which were established
during 1991-2016 were not ge�ng government grants. This means that likely to be enlisted for government
subven�on is linked with the age of the educa�onal ins�tu�ons.

B.   Inside ins�tu�ons

The Co-ed ins�tu�ons

Majority of the educa�onal ins�tu�ons were co-ed (91.6%); however, a few of them were for girls only
(7.1%) and a fewer for boys only (1.3%). The above was also true for the four types of private ins�tu�ons
where 93.3% of the Non-government schools, 90% of the School & Colleges, 89.2% of the Dakhil madrasas,
and 95.8% of the senior madrasas were co-ed. A far different scenario was observed among the
Government schools. Only a fi�h of them were co-ed, 36.7% exclusively for boys, and 43.3% exclusively
for girls.

The highest propor�on of co-ed ins�tu�ons was established during 20th century before the birth of
Bangladesh – over 96% in both 1901-1947 and 1948-1971 periods. The figure gradually reduced to 92%
during 1972-1990 and 86.7% during 1991-2016. This figure was 83.3% during the 19th century Bri�sh
period. An interes�ng difference between the Bri�sh period and a�er the libera�on of Bangladesh is that

An inverse U rela�onship was observed
between year of establishment of ins�tu�ons
and their distance from upazila/thana
headquarters. The ins�tu�ons established in
the 19th century were, on average, 7.9
kilometres away from respec�ve
upazila/thana headquarters, it was 9.1
kilometres for those which were established
during 1901-1947, 9.5 kilometres for those
which were established during 1948-1971,
8.2 kilometres for those which were
established during 1972-1990, and 7.9
kilometres for those which were established
during 1991-2016. 



the most of the ins�tu�ons established during the former period were predominantly for boys and those
established during Bangladesh period were for girls. Propor�on of ins�tu�ons established exclusively for
girls was significantly higher in Bangladesh period than any other previous periods.

Grades of offering instruc�ons

The majority of the schools offered instruc�ons from grade VI, the first grade of secondary educa�on. They
were 65% of the Government schools, 92.5% of the Non-government schools, and 79.2% of the School &
Colleges. None of the Government schools offered instruc�ons from pre-primary, but 6.7% of the Non-
government schools and 11.7% of the School & Colleges did so. A good propor�on of the Government
schools (22.5%) offered instruc�ons from grade III. On the other hand, 79.2% of the Dakhil madrasas and
84.2% of the senior madrasas offered instruc�ons from grade I and the remaining of these types of
ins�tu�ons offered instruc�ons from pre-primary. All the Government and Non-government schools and
the Dakhil madrasas offered instruc�ons up to the final grade of secondary educa�on (grade X), and it was
up to the higher secondary level (grade XII) for the School & Colleges. The senior madrasas were much
different than these. Three-fi�hs of the senior madrasas offered instruc�ons up to higher secondary level
(Alim), 29.2% up to a Bachelor's level (Fazil), and 10% up to a Master's level (Kamil).

Stream of educa�on

All the madrasas, 96.7% of the Non-government schools, 91.7% of the School & Colleges, and 80.8% of the
Government schools were offering Humani�es educa�on at secondary level (Table 4.3). Science educa�on
was offered most of the Government schools and School & Colleges, and 91.7% of the Non-government
schools. It was less in the madrasas, where 48.3% of the senior and 16.7% of the Dakhil madrasas had the
provision of Science educa�on. None of the madrasas were offering Business Studies. This was offered by
77.5% of the School & Colleges, 72.5% of the Government schools, and 62.5% of the Non-government
schools. A very small sec�on of the madrasas (less than 4%) were offering instruc�ons on Mujabbid or
Hi	ul Quran – the two specialised stream for madrasa educa�on. A small por�on of the educa�onal
ins�tu�ons were offering voca�onal educa�on; they were 10% of the School & Colleges, 2.5% of the Non-
government schools, and 0.8% of the senior madrasas. Whereas, most of the rural educa�onal ins�tu�ons
were offering Humani�es, it was 88.7% among the urban ins�tu�ons (p<0.001) (Annex 4.2). On the other
hand, the urban ins�tu�ons were much ahead of the rural ins�tu�ons in offering Science (80.2% versus
67%; p<0.01) and Business Studies (62.3% versus 37%; p<0.01). All the madrasas and 96% of the schools
were offering Humani�es (p<0.01) and Science educa�on was offered by 25.6% of the madrasas and 92.2%
of the schools (p<0.001).
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Overall, 37.5% of the
educa�onal ins�tu�ons were
offering educa�on in all the
three major streams of
secondary educa�on –
Humani�es, Science, and
Business Studies. Over 69%
of the School & Colleges,
57.5% of the Government
schools, 56.7% of the Non-
government schools, and
none of the madrasas had



such provision. Over half of the urban and 34.6% of the rural educa�onal ins�tu�ons had the provision of
all three major streams.

Laboratory is an essen�al part of Science educa�on. Of the ins�tu�ons offering Science educa�on, 15.3%
had three separate laboratories for Physics, Chemistry and Biology, 71.7% had a combined laboratory, and
13% had none. Separate laboratories for three Science subjects were available in 61.3% of Government
schools, a quarter of School & Colleges, and below 15% of each of the three other types of ins�tu�ons.
Though offered Science educa�on, 30% of Dakhil and 12.1% of senior madrasas, 12.7% of Non-government
schools, 5.8% of School & Colleges, and 1.7% of Government schools had no laboratory.

C.   Number of students and teachers

Number of students

The educa�onal ins�tu�ons varied to a large extent in terms of number of students admi�ed. A large varia�on
was also observed among the ins�tu�ons within each type. Overall, the number of students per ins�tu�on
varied from 54 to 4,775 with a mean 530 and standard devia�on 430 (Table 4.4). The coefficient of varia�on
(CV) was therefore 81%. This means that the standard devia�on of the number of students in the ins�tu�ons
was 81% of the mean number of students per ins�tu�on. Overall, 23.4% of the ins�tu�ons had 200 or less
number of students, 35.7% had 201-400 students, 16.6% had 401-600 students, 13.8% had 601-800 students,
and 10.5% had more than 800 students (Annex 4.3). Following paragraph highlights some informa�on on the
smallest and the largest ins�tu�ons, in terms of number of secondary students, in the sample.

The smallest ins�tu�on was a girls’ Dakhil madrasa with 54 students and the largest one was a co-
ed School & College with 4,775 students (42.8% girls). The former was located in rural Tangail district
and the la�er in Dhaka city. Both the ins�tu�ons were established in early 1980s. Star�ng from the
first grade of primary educa�on (which is called Ebtedayee there), the madrasa provided educa�on
up to grade X and the School & College up to grade XII. The madrasa was not enlisted for government
subven�on, but the School & College was. The madrasa recruited three females and four males
against seven approved posi�ons and the School & College recruited 21 females and 34 males
against 55 posi�ons. None of them had any temporary teacher. Student-teacher ra�o was therefore
8:1 in the madrasa and 87:1 in the School & College.
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The large ins�tu�ons, in terms of
number of students, were
predominantly the Government
secondary schools followed by the
School & Colleges. The madrasas
were rela�vely smaller ins�tu�ons.
Half of the Government schools and a
third of the School & Colleges had
more than 800 students (Annex 4.3).
On the other hand, 55.8% of the
Dakhil madrasas and 30% of the
senior madrasas had 200 or less
number of students (Annex 4.3). On
average, the Government schools had
900 students, School & Collages had
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795 students, Non-government schools had 564 students, senior madrasas had 273 students, and Dakhil
madrasas had 210 students (Table 4.4). Highest varia�on among the ins�tu�ons, in terms of number of
students, was observed in the School & Colleges followed by the Non-government and Government schools,
respec�vely. The madrasas were rela�vely homogeneous with this regard. The urban ins�tu�ons were
rela�vely more heterogeneous than the rural ins�tu�ons (CV = 84.5% and 77.3%, respec�vely).

Girls occupied about 53% of the seats in the ins�tu�ons under study. They were 52.7% in the schools and
54.6% in the madrasas (Table 4.4). The propor�on of girls was highest in the Dakhil madrasas (57.5%) and
the lowest in the Government schools (49.4%). The girls share was 52.9% in the Non-government schools,
52.5% in the School & Colleges, and 50.6% in the senior madrasas. This was 53.4% in the ins�tu�ons in
rural areas and 51.4% in urban areas.

The ins�tu�ons established in the 20th century were much larger as well as homogeneous than the others
in terms of number of students with mean 1,384 and Coefficient of Varia�on (CV) 42.1% (Table 4.5). Newer
ins�tu�ons had smaller number of students, which gradually increased as they became older. No such
trend was observed with regard to homogeneity. A similar level of heterogeneity was observed among the
ins�tu�ons established during 20th century Bri�sh rule and those during the first two decades of
Bangladesh. The same can be no�ced among the ins�tu�ons established during Pakistan period and those

Number of teachers

The educa�onal ins�tu�ons had two types of teachers – permanent and temporary. The permanent
teachers were recruited against approved posi�ons at the ins�tu�on level. The temporary teachers were
recruited mostly against vacant posi�ons; however, more temporary teachers were observed in a number
of cases than the vacant posi�ons. 

The number of approved posi�ons in the ins�tu�ons varied from 5 to 84. Over a quarter of the ins�tu�ons
had 12 such posi�ons, 18.3% of the ins�tu�ons had 11 posi�ons and 11.9% had 10 posi�ons. Therefore,
55.5% of the ins�tu�ons had 10-12 approved posi�ons. Approximately a third of the ins�tu�ons had 13-
19 approved posi�ons. It was less than 10 in 6.6% of the ins�tu�ons and 20 or more in 4.4% of the
ins�tu�ons. Following example shows an educa�onal ins�tu�on having a favourable student-teacher ra�o
with a large number of approved posi�ons (highest in the sample).

A Dhaka city School & College was established in 1998. It offered educa�on to the students of grades
I to XII and was ge�ng government grant. All the 84 approved posi�ons of the ins�tu�on were
filled up with 44 females and 40 males. Fi�een of these teachers were ge�ng salary subven�on
from the government. Over and above, five temporary female teachers were recruited there. The
ins�tu�on had 2,820 students admi�ed in grades VI to X; 48.6% of whom were girls. Compared to

during 1991-2016. However, the la�er
groups of ins�tu�ons were more
homogeneous in terms of number of
students than those of the former groups.
Otherwise, the propor�on of girls was
highest in those ins�tu�ons which were
established in Bangladesh (55.4%) followed
by those which were established during
1901-1971 and the 20th century Bri�sh
period, respec�vely. 



a majority of the ins�tu�ons, the student-teacher ra�o was very good with the permanent teachers
(34:1); with the temporary teachers it became even more favourable (32:1).

The ins�tu�ons, on average, had 13.4 approved posi�ons; 14.1 for the schools and 12 for the madrasas
(p<0.001) (Table 4.6). The mean number of approved posi�ons was 17.6 for the urban ins�tu�ons and 12.4
for the rural ins�tu�ons (p<0.001). The Government schools were much ahead of the others with 31.7
approved posi�ons per school. This was 16 for the School & Colleges, 13.2 for the Non-government schools,
and 12 for each type of madrasas.
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Overall, the standard
devia�on of the number of
approved posi�ons in the
ins�tu�ons was 45.5% of its
mean. The varia�on in the
number of approved
posi�ons was more in urban
ins�tu�ons than those in
rural areas (67.6% versus
22.6%) and the madrasas
were more homogeneous
than the schools (27.5%
versus 50%). The degree of
varia�on was much higher in
the Government schools and
the School & Colleges –
56.8% and 58.7%,
respec�vely. This was a bit
lower but equal in the Non-government schools and in the senior madrasas (around 34% in each).
Compara�vely a high degree of homogeneity was observed in the Dakhil madrasas (21.7%).  

Not all the approved posi�ons were filled up. Overall, 86.2% of the total approved posi�ons were filled;
86.8% in the schools and 84.8% in the madrasas. Eighty-eight percent of the approved posi�ons of the
urban ins�tu�ons and 85.5% of those of rural areas were filled. About a fi�h of the approved posi�ons
were found vacant in the Government schools, which was 16.4% in the Dakhil madrasas, 13.4% in the senior
madrasas, 12.9% in the Non-government schools, and 11% in the School & Colleges. Therefore, the mean
number of permanent teachers in the educa�onal ins�tu�ons came down to 11.6; 12.2 in the schools and
10.2 in the madrasas, and 10.6 in rural educa�onal ins�tu�ons and 15.5 in urban ins�tu�ons (Table 4.6).
The mean number of permanent teachers was 25.5 in the Government schools, 14.3 in School & Colleges,
11.5 in Non-government schools, 10.4 in senior madrasas, and 10 in Dakhil madrasas. 

A half of the ins�tu�ons under study recruited temporary teachers. This was 57.5% among schools and
37.1% among madrasas (p<0.001), and 47% among rural and 65% among urban ins�tu�ons (p<0.001).
Sixty-five percent of the School & Colleges, 57.5% of the Non-government schools, and 36-37% of each of
the other three types of ins�tu�ons recruited temporary teachers. The number of temporary teachers
recruited by the ins�tu�ons ranged from one to 37. About 8% of these ins�tu�ons had more temporary
than permanent teachers. The following example shows how recruitment of a huge number of temporary
teachers improved student-teacher ra�o in a sample ins�tu�on.



A co-ed School & College was established in Kishoreganj district in 1986, which had 24 approved
posi�ons for teachers. Twenty-three of these posi�ons were filled up with 13 female and 10 male
teachers. The ins�tu�on had 1,564 students. The student-teacher ra�o was therefore as high as
68:1. The Governing Body recruited addi�onal 37 temporary teachers – 24 females and 13 males.
Therefore, the staff strength increased 2.6 fold and the student-teacher ra�o improved to 26:1.

On average, the ins�tu�ons recruited 1.9 temporary teachers to fill up the gap between approved posi�ons
and permanent recruitment (Table 4.6). This was 2.5 teachers in the schools and 0.9 in the madrasas, and
1.6 in rural ins�tu�ons and 3.6 in urban ins�tu�ons. The highest number of temporary teachers was
observed in the School & Colleges, which was followed by Non-government and Government schools,
respec�vely. No difference was observed in this between the two types of madrasas. The figures would be
much higher if only the ins�tu�ons which recruited temporary teachers were considered – 3.8 instead of
1.9 and so on. 

It seems that the educa�onal ins�tu�ons recruited a few more temporary teachers than the vacant
posi�ons. Overall, 13.8% of the approved posi�ons were found vacant in the ins�tu�ons, but the temporary
recruited teachers were 14.5% of the permanent teachers. Therefore, 0.7% more teachers were recruited
in the ins�tu�ons. Educa�onal ins�tu�on wise analysis shows that including the temporary teachers the
Government schools s�ll had 14.5% deficit, Dakhil madrasas had 9.9% and senior madrasas had 5.9% (Table
4.6). It was 14.1% more in the School & Colleges and 4.8% more in Non-government schools. Whereas the
rural ins�tu�ons had 1.9% deficit, the urban ins�tu�ons had 8.4% more. The schools collec�vely had 4.4%
more teachers than approved posi�ons, the madrassa had 7.8% deficit.

The females were 23.8% of the permanent teachers and 31.1% among the temporary teachers (Table 4.7).
Therefore, the propor�on of females increased to 24.9% in the total teaching staff due to increased
propor�on of female teachers recruited temporarily. Propor�on of female teachers has increased in the
ins�tu�ons irrespec�ve of type and area. Propor�on of female staff was more in the schools than the
madrasas, and in the urban ins�tu�ons than the rural ins�tu�ons. Propor�on of female teachers was
highest in the School & Colleges closely followed by the Government schools. A third of the teachers of
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School & Colleges and 32.3 of those in Government
schools were females. It was 26.2% in the Non-
government schools, and around 18% in the
madrasas.

The government provides salary subven�on to a large
sec�on of the permanent teachers of private
educa�onal ins�tu�ons. The teachers have to fulfil a
number of criteria to get such support. On average,
82.8% of the secondary teachers were receiving salary
subven�on from the government; 85.3% among the
males and 78.8% among the females (Table 4.8). The
propor�on of such teachers was much higher among
those who were posted in rural ins�tu�ons than
those posted in urban ins�tu�ons (88.7% versus
69.9%). Propor�onately, more teachers in the schools
were ge�ng government salary subven�on than
those in madrasas (85.8% versus 79.4%). Ins�tu�on
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type wise, 96.5% among the teachers of senior madrasas,
86.4% of those of Non-government schools, 80.9% of those
of School & Colleges, and two-thirds of those of Dakhil
madrasas were receiving salary subven�on from
government. Male teachers were ahead of their female
counterparts in each type of ins�tu�on.

Student-teacher ra�o

Student-teacher ra�o was calculated. It is the number of
students per teacher. The ra�o was found to be 46:1
considering the permanent teachers only, but 39:1 when all
the teachers were taken into considera�on (Table 4.9). This
means that addi�on of temporary teachers in the educa�onal
ins�tu�ons improved the ra�o significantly. The student-
teacher ra�o was highest in the School & Colleges and lowest
in the Dakhil madrasas. The number of students per teacher
in School & Colleges was 2.6 �mes of that in Dakhil madrasas. The Non-government schools were at the second
posi�on and the Government schools third. It was higher in the senior madrasas than the Dakhil madrasas. The
gap between the schools and the madrasas was therefore much higher – the former having double the students
per teacher than the la�er. The rural ins�tu�ons had a higher student-teacher ra�o than the urban ins�tu�ons.
Two extreme examples of high and low student-teacher ra�o are given below.

A Non-government co-ed high school was established in 1946 within five kilometres of an upazila
headquarter in Cha�ogram district. All 12 approved posi�ons were filled with two female and 10 male
teachers. The school as well as all the teachers were ge�ng salary subven�on from government. The
school had 2,879 students; therefore the student-teacher ra�o was 240:1. The school recruited 25
temporary teachers (two females and 23 males); so the ra�o came down to 78:1. It is s�ll very high.

A Dhaka city co-ed School & College was established in 2010. It was not ge�ng any government subven�on.
The ins�tu�on had 36 approved posi�ons, all of which were filled up with 14 female and 22 male teachers.
None of them were ge�ng salary subven�on from the government. The ins�tu�on had only 134 students
with student-teacher ra�o of 4:1. No temporary teacher was required there.

Percentage distribu�on of ins�tu�ons by student-teacher
ra�o is provided in Annex 4.4, which also shows changes in
the situa�on before and a�er recruitment of temporary
teachers. Overall, a third of the ins�tu�ons had 25 or less
number of students per teacher and 16.3% had more than 60
students when only the permanent teachers were
considered. The first figure increased and the second figure
decreased on recruitment of temporary teachers. The figures
became 38.3% and 8.5%, respec�vely. Even a�er recruitment
of temporary teachers, 26.7% of Government, 41.7% of Non-
government, and 51.7% of School & Colleges had more than
40 students per teacher. Such a situa�on was observed 4.1%
of Dakhil and 12.5% of senior madrasas. Over three-quarters
of Dakhil and 55.5% of senior madrasas had 25 or less
number of students per teacher.



teacher. Of the ins�tu�ons which
recruited temporary teachers, 18.2% of
them had such number of students per
teacher (<25), which increased to 27.4%
a�er recruitment of temporary
teachers. Propor�on of such ins�tu�on
with more than 60 students per teacher
halved (from 31.5% to 15.5) due to
recruitment of temporary teachers.
Following are some examples of
ins�tu�ons which had high student-
teacher ra�o, but no temporary teacher
was recruited there.
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A Government boys’ school, established in 1937, was located three kilometres of respec�ve
upazila sadar of Khulna district. The school offers instruc�on to 1,773 secondary students. Of
the 29 approved posi�ons, 27 were recruited – 14 females and 13 males. The student-teacher
ra�o was therefore 66:1.

A Fazil madrasa, established in 1925, was located 2.5 kilometres of respec�ve upazila sadar
under Cha�ogram district. It was a co-ed ins�tu�on and was ge�ng government subven�on.
It offers instruc�on to 445 secondary students. Five teachers were recruited against eight
approved posi�ons. The student-teacher ra�o was therefore 89:1.

A School & College, established in 1962, was located nearby an upazila town in Gaibandha
district. It is a co-ed ins�tu�on and was ge�ng government subven�on. It offers instruc�on to
1,088 secondary students. Against 20 approved posi�ons five males and 12 females were
recruited. The student-teacher ra�o was therefore 64:1.

The student-teacher ra�o was observed much lower in those ins�tu�ons which did not appoint any
temporary teacher (30:1). On the other hand, it was more than double in the ins�tu�ons which had at
least one temporary teacher (62:1). The ra�o decreased to 46:1 in these ins�tu�ons when both permanent
and temporary teachers were taken into account. Therefore, a�er recruitment of 3.8 temporary teachers
per ins�tu�on the student-teacher ra�o was s�ll much higher in these ins�tu�ons.  Table 4.10 shows that
of the ins�tu�ons which had no temporary teachers, a half of them had 25 or less number of students per





Chapter 5
The Teachers and their Families

Key Findings

Age of the teachers varied from 21 to 60 years with a mean 42.2 years. Over 94% of them were married,
17.8% were non-Muslims, and 1.5% came from small ethnic groups. Average family size was 4.2. Overall,
12.5% of the teachers were first genera�on learners in their families.

A fi�h of the spouses of the teachers had a Master’s degree, a quarter had a Bachelor’s degree, another
fi�h completed higher secondary educa�on, another fi�h completed secondary educa�on, and remaining
15% did not complete secondary level. 

Over 53% of the teachers had at least one person in the family who chose teaching as profession, beside
themselves. They include parents, elder siblings, younger siblings, spouses, and offspring. S/he was the
first person in the family who took teaching as a profession for remaining of the teachers.



48



This chapter presents selected background informa�on on the sample teachers. These include age,
marital status, ethnicity, religion and family size of them.  Educa�on of their parents, spouses and

offspring are also provided. The final sec�on includes informa�on of other persons in the families who
chose teaching as profession, which includes parents, siblings, wives, and offspring. 

A.   Demography, ethnicity and religion

Age distribu�on

Age of the teachers in the sample ranged from 21 to 60 years with a mean 42.2 years and median 42 years.
The age of the youngest quarter of the teachers ranged from 21-36 years, followed by another quarter
from 37-42 years, third quarter from 43-48 years, and the fourth or eldest quarter from 49-60 years. The
female teachers were younger than their male counterparts with mean 39.1 and 43.1 years, respec�vely.
Though no such varia�on was observed between the teachers of rural and urban ins�tu�ons, the madrasa
teachers were rela�vely younger than the school teachers. The mean age of the teachers of Government
and Non-government schools, School & Colleges, and senior madrasas was over 42 years, but it was 40.5
years among those of Dakhil madrasas (Table 5.1). The median of age was highest among the teachers of
Government schools (43 years) and lowest among those of Dakhil madrasas (40 years).
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Marital status

Most of the teachers were
married (94.4%). Less than 5%
were unmarried, and 1% had
other status such as widow,
widower, divorced or
separated (Annex 5.1). Nearly
95% of male and 92.8% of
female teachers were
married. It was 94.8% among
the teachers of rural and
92.4% among those of urban
ins�tu�ons, and 94.4% among
those of schools and 94.2% among those of madrasas. This rate was highest in senior madrasas and lowest
in Government schools – 96.2% and 92.5%, respec�vely (Table 5.1). Among others, 94.5% of the teachers
of Non-government schools, 94.3% of those of School & Colleges, and 92.8% of those of Dakhil madrasas
were married. Percentage of teachers with other marital status by ins�tu�on type is provided in Annex 5.2.  

Ethnicity and religion

Most of the teachers in the sample were from mainstream Bangali community and a vast majority of them
were Muslim by faith. Overall, 1.5% of the teachers were from small ethnic groups and 17.8% were non-
Muslims (Table 5.1). Propor�on of teachers from small ethnic groups was 1.4% among the males and 1.8%
among the females, and 1.8% among the teachers of rural ins�tu�ons and 0.2% among those of urban
ins�tu�ons (Annex 5.3). All of them were from the schools (2.2% among the school teachers), and there
was none in the madrasas from the small ethnic groups. School type wise, 2.5% of the teachers of
Government schools, 2.3% of those of Non-government schools, and 1% of those of School & Colleges
were from small ethnic groups (Table 5.1). 



Although there were a few teachers belonging to Buddhist and Chris�an communi�es, majority of them
were believers of Islam followed by Hinduism. As such, the data were grouped into two categories, viz.,
Muslim and non-Muslim. No sta�s�cally significant difference was observed in the religion of the teachers
with regard to gender or area of ins�tu�on (Annex 5.3). On the other hand, whereas, over a quarter of the
school teachers were non-Muslims, it was 2.8% among the teachers of madrasas (p<0.001). Ins�tu�on type
wise, over a quarter of the teachers of Non-government schools and School & Colleges, 16.8% of the
teachers of Government schools, 3% of those of Dakhil madrasas, and 2.5% of those of senior madrasas
were non-Muslims (Table 5.1). 

Teacher’s own family

This sec�on considers only the teachers, their spouses and offspring. Overall, about a quarter of their own
family members were the teachers themselves, another quarter was their spouses, and the remaining half
was their offspring. Though not much varia�on was observed in this distribu�on when data were analysed
by gender of teachers and area of ins�tu�ons; the propor�on of offspring was found more in the families
of madrasa teachers than those of school teachers (52.1% versus 48.6%).
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The family size of the teachers ranged from one to 11.
The mean of this was 3.9 and both the median and
mode were 4 (Table 5.2). Family size of 40.2% of the
teachers was four, it was three for 22.5% of the
teachers, and five for 17.7% of the teachers. The
average family size was 3.7 for the teachers of
Government schools, 3.8 for each of Non-government
schools and School & Colleges, four for Dakhil
madrasas, and 4.2 for senior madrasas. The family size
was more than four for 19.2% of the teachers of
Government schools, 22.5% of those of Non-

government schools, 21% of those of School & Colleges, 32% of those of Dakhil madrasas, and 36.8% of
those of senior madrasas (Table 5.2).

B.   Educa�on of parents, spouse and offspring

Parental educa�on

Among the mothers of the teachers, 23.9% had no schooling, 15% admi�ed in school but le� it before comple�ng
primary educa�on, 54% completed primary educa�on but kept secondary educa�on incomplete, and 7.1%
completed secondary educa�on or more (Annex 5.4). These propor�ons were 15.1, 9.5, 40.9 and 34.5%,
respec�vely among the fathers’ of the teachers (Annex 5.6). More informa�on on these by gender, area and
ins�tu�on type is available in Annexes 5.4 to 5.7. Considering the propor�ons of fathers and mothers having no
schooling, it was calculated that both the parents of 12.5% of the teachers had no schooling (Figure 5.1 and
Annex 5.8). These teachers were the first genera�on learners in their families. The first genera�on learners were
found more among the males than females (15.1% versus 3.3%; p<0.001), among the teachers of rural ins�tu�ons
than those of urban areas (13.7% versus 7.3%; p<0.001), and among the teachers of madrasas than those of
schools (15.7% versus 10.9%; p<0.001) (Annex 5.8). The highest propor�on of the first genera�on learners was
found among the teachers of Dakhil madrasas (16.3%) and lowest among those of Government schools (5%)
(Figure 5.1). Among others, 9% of the teachers of School & Colleges, 11.3% of those of Non-government schools,
and 14.7% of those of senior madrasas were first genera�on learners.  



Both the parents of 21.2% of the
teachers either had no schooling or
admi�ed in school but le� it before
comple�ng primary educa�on
(Figure 5.2 and Annex 5.8).
Propor�onately, more of such
parents were found among the
male teachers than the female
teachers (24.8% versus 9%;
p<0.001), among the teachers of
rural ins�tu�ons than those of
urban areas (22.9% versus 14.4%;
p<0.001), and among the teachers
of madrasas than those of schools
(26.2% versus 18.8; p<0.001)
(Annex 5.8). Over 27% of the
teachers of Dakhil madrasas had
both the parents who had not
cross the threshold of primary
educa�on (Figure 5.2). This was
24.7% among the teachers of
senior madrasas, 19.3% among the
teachers of Non-government
schools, 16.5% among those of
School & Colleges, and 10.5%
among those of Government
schools. 
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Educa�on of spouse

Overall, 14.6% of the spouses of the teachers had an educa�on below than comple�on of secondary level,
19.8% of the spouses completed secondary educa�on, 20.7% completed higher secondary educa�on, 25.5%
had a Bachelor's degree, and 19.3% had a Master's degree (Figure5.3). Spouses of the female teachers
were much ahead of those of the male teachers in terms of educa�onal qualifica�ons (Annex 5.9). For
instance, about a half of the female teachers had a spouse with a Master's degree and another 36% had a
spouse with a Bachelor's degree. These figures were 10.4% and 22.4%, respec�vely for the male teachers.
Therefore, nearly 86% of the female teachers and about a third of the male teachers had a spouse with at
least a Bachelor's degree (p<0.001).  Spouses of over three-fi�hs of the teachers of urban ins�tu�ons and
41.2% of those of rural ins�tu�ons had at least a Bachelor's degree (p<0.001). Such an educa�onal
qualifica�on was observed among the spouses of a half of the school teachers and over a third of the
madrasa teachers (p<0.001).

Whereas, 71.7% of the spouses of the teachers of Government schools had at least a Bachelor's degree, it
was 53.5% among those of School & Colleges, 49% among those of Non-government schools, 38.8% among
those of senior madrasas, and 30.9% among those of Dakhil madrasas (Table 5.3). Whereas less than 3%
of the spouses of the Government school teachers had an educa�on below secondary level, over a fi�h of
the teachers of both types of madrasas had such spouses.
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Educa�on of offspring

Age of offspring of the teachers
ranged from zero to 42 years. Of
them, 16.9% was of age 0-4
years, 20.2% was of age 5-9
years, 23.9% was of age 10-14
years, 18.4% was of age 15-19
years, 12% was of age 20-14
years, and 8.6% was of age 25
years or more. Over 96% of the
offspring aged 5-19 years were
currently enrolled in any
educa�onal ins�tu�ons. Most of
the others were of age five years
and therefore did not admit in
any educa�onal ins�tu�on. Of
the offspring aged 20-24 years,
81.3% were currently in any
educa�onal ins�tu�on and
18.1% dropped out. Among
those of 25-29 years, 31.9% were
in any educa�onal ins�tu�on
and 67.8% dropped out. 

Overall, 3% of the offspring of
the teachers had a Master's
degree, 5% had a Bachelor's
degree, 15.2% completed higher
secondary school educa�on,
9.1% completed secondary
school educa�on, 22.7% were at various grades of secondary educa�on, 22.3% were at various grades of
primary educa�on, 3.6% in pre-primary educa�on, and 1.6% in kaomi madrasas. 

Net enrolment rates of the offspring aged 6-10 years and 11-15 years were calculated. Both of them were
much higher than the respec�ve na�onal averages. The primary and secondary net enrolment rates of the
offspring of the teachers was 98.3% and 99.3%, respec�vely.  No varia�on was observed in these with
respect to gender of teachers, area of ins�tu�ons or ins�tu�on type.

C.   Teacher in the family
An a�empt was made to know whether any of the family members of the teachers of secondary educa�on
choose teaching as profession. Here, the family includes the parents, siblings, spouses, and offspring. The
analysis shows that in majority of the cases, the sample teachers were not alone in their families in terms
of choosing teaching as profession. Overall, 53.1% of the teachers had at least one of the above family
members who choose teaching as profession (Figure 5.4). For the remaining, s/he was the first person in
the family who choose teaching as profession. Propor�on of teachers having at least one family member



in teaching profession was more
among the females than the males
(66.1% versus 49.4%; p<0.001)
(Annex 5.10). No sta�s�cally
significant varia�on was observed in
this with regard to area of ins�tu�on;
however, more school teachers had
such family members than their
counterparts in the madrasas (55.7%
versus 47.9%; p<0.001). Ins�tu�on
type wise varia�on also existed in
this. Nearly 69% of the teachers of
Government schools had at least one
teacher member, which was for
56.3% of the teachers of School &
Colleges, 55.2% of the teachers of
Non-government schools, 53.7% of
the teachers of senior madrasas, and
43.8% of those of Dakhil madrasas
(Figure5.4).

Separate analysis for each of the
rela�onships was also carried out.
Overall, 11.8% of the teachers had at
least one or both the parents’
teachers – 11.3% among the fathers
and 1.2% among the mothers (Table
5.4 and Annex 5.11). Elder siblings of
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19.1% of the teachers and younger siblings of 18.9% of the teachers also choose teaching profession. They
were 14.1% of the elder and 13.1% of the younger brothers, and 6.2% of the elder and 7.2% of the younger
sisters. Spouses of 23.7% of the teachers also choose teaching profession. Separately, 39% of the husbands
of the female teachers and 20.9% of the wives of the male teachers were also teachers (p<0.001). Whatever
the rela�onship was, propor�onately more government school teachers had members with a teaching
profession than those of the other types of ins�tu�on (Table 5.4). Analysis of the above by gender of
teachers, area of ins�tu�on and ins�tu�on type is available in Annexes 5.11 and 5.12.





Chapter 6
Educa�on and Training of Teachers

Key Findings

The highest educa�onal qualifica�on of 48.8% of the teachers’ was a Master’s degree, 48.2% had a
Bachelor’s degree, and the remaining 3% had only higher secondary schooling. Over three-quarters of the
teachers studied exclusively under general stream, a third studied in madrasa stream, and the remaining
in both. Educa�onal qualifica�ons of the teachers increased over �me.

Majority of the teachers studied Humani�es in their educa�onal life. Propor�on of teachers studying
Humani�es was 49.1% at secondary level, which went up to 74.8% at Master’s level. A reverse direc�on
was therefore observed in their study of Science.

Nearly 58% of the teachers achieved at least a second division in each of the first three public examina�ons
(secondary, higher secondary and Bachelor’s), which declined to 33.2% when all four examina�ons were
considered (including Master’s).

Two-thirds of the teachers got professional training 78.2% got subject based training and 83.6% got various
short courses. Teachers had more training in Mathema�cs, English, and Religion as against Science,
Accoun�ng, Bangla, and Bangladesh & Global studies.  

The main short training courses included Informa�on and Communica�on Technology (ICT), crea�ve
ques�on prepara�on, teachers’ curriculum guide, teaching quality improvement, skills based training, and
na�onal curriculum. None of these courses reached more than a third of the secondary teachers. 

A mixed impact was observed regarding use of training in classroom teaching. A sec�on of the teachers
reported that they were ge�ng benefits of training through using those in classrooms; however, another
sec�on blamed the school context or themselves for not using them.





A.   Educa�on

This study collected educa�onal history and experiences of the sampled teachers, which include the
levels of educa�on they have passed. Type of ins�tu�on a�ended, stream of educa�on and performance

in examina�on sat the end of each level of educa�on were also collected. Data were analysed in terms of
gender, Ins�tu�on type, and loca�on of ins�tu�on.

Highest educa�onal qualifica�ons a�ained

In Bangladesh, the minimum educa�onal qualifica�on for being a secondary school teacher is a Bachelor's
degree in a relevant subject from any recognised higher educa�onal ins�tu�on. In the sample, a small
propor�on had an educa�on below than this and a large propor�on had more than this (Master's). Note
that Fazil in madrasa stream is considered as equivalent to a Bachelor's degree in general stream and Kamil
is equivalent to a Master's degree.

Overall, the highest educa�onal qualifica�ons of 48.8% of the teachers’ was a Master's degree; 48.2% of
them had a Bachelor degree and the remaining 3% completed higher secondary schooling (Annex 6.1). As
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Figure 6.1 shows, a higher
propor�on of female teachers had
a Master's degree (nearly 51%)
compared to male teachers
(48.3%). Such a level of educa�onal
qualifica�on was observed among
45.1% of the teachers in rural
educa�onal ins�tu�ons and 64.5%
of those in urban ins�tu�ons
(p<0.001). About 46% of the school
teachers and 54.7% of those in the
madrasas had a Master's degree
(p<0.001).

A sta�s�cally significant difference
was observed in educa�onal
qualifica�ons of the teachers when
it was analysed by type of
educa�onal ins�tu�on (p<0.001).
The Government school teachers
were much ahead of the others
with 83.5% of them having a
Master's degree (Figure 6.2). This
was 53.9% among the teachers of
School & Colleges and 43.5%
among those of Non-government
schools. This propor�on was 55.4%
in Dakhil and 53.5% in senior
madrasas. About 6% of the teachers



in Dakhil madrasas, 4.7% of those in senior madrasas, 1.8% of those in Non-government schools, 1.3% of
those in School & Colleges, and 0.5% of those in Government schools only completed higher secondary
educa�on (Annex 6.2).

Madrasa educated teachers

A por�on of the teachers of the educa�onal ins�tu�ons under general stream had their studies in the
madrasas and received degrees from there. An opposite trend was also observed among the teachers of
madrasa stream. Overall, 76.4% of the teachers studied exclusively in ins�tu�ons under general stream
throughout their educa�onal life and 8.2% did so in madrasa stream (Annexes 6.3 and 6.4). Among others,
13.3% of them though started their educa�on in general stream, but moved to madrasa stream at some
point; 2.7% of these teachers again moved to general stream. On the other hand, 2.1% of the teachers
started their educa�onal life in madrasa stream and then moved to general stream; 0.1% of them again
moved to madrasa stream. Therefore, nearly a quarter of all teachers studied in the madrasas at any point
of their educa�onal life – a third of whom studied there exclusively. Figure 6.3 shows, the tendency to study
in the madrasas at least once was more among the males than the females (28.4% versus 7.4%; p<0.001),
and among the madrasa teachers than those in the schools (47.3% versus 11.7%; p<0.001). No such
difference was observed between the teachers in rural and urban educa�onal ins�tu�ons. A small sec�on
of the teachers (2.8%) changed the stream of educa�on twice.
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Propor�on of the teachers studied at
least once in the madrasas was
mostly equal (about 12%) in two
types of private schools, viz., Non-
government and School & College,
which was a bit higher than that of
the Government schools (8.8%)
(Figure 6.4). Over 53% of the Dakhil
madrasa teachers and 39% of those
in the senior madrasas also fall in this
category. Further analysis shows that
nearly a fi�h of the madrasa teachers
– 22% of those in Dakhil and 15.8%
of those in senior madrasas– had
their educa�on from the madrasas
only, which was below 3% in each of
the school types under general
stream.

Overall, 11% of the teachers
completed their primary educa�on
(ebtedayee) in the madrasas, 22.8%
completed junior secondary
educa�on, 23.1% completed
secondary educa�on, and 22.1%
completed higher secondary
educa�on in the madrasas (Figure



madrasa teachers had a higher tendency to study in the madrasas. However, the propor�ons for rural and
urban school teachers were close to each other from primary to gradua�on (Bachelor's) level, a difference
was observed at Master's level. Whereas, 36.6% of the teachers in rural educa�onal ins�tu�ons earned
their Master's degree from the madrasas, it was 27.1% among the teachers in urban educa�onal ins�tu�ons
(p<0.001). 

The above analysis by ins�tu�on type is provided in Annex 6.6. It shows that the propor�ons of madrasa
educated teachers at every level of educa�on was highest in the Dakhil madrasas followed by the senior
madrasas. The propor�ons were mostly equal in Non-government schools and School & Colleges; however,
these figures were much lower than those of the madrasas. The Government schools had the least
propor�on of madrasa educated teachers at every level of educa�on – below 5% at primary and Bachelor's
levels and below 9% at other levels of educa�on.

Change of stream of educa�on mostly occurred at grade VI – the first year of secondary educa�on (Annexes
6.7 and 6.8). Three-quarters of the stream-change cases occurred at this grade. Among others, nearly 7%
of the cases occurred during primary educa�on (grades I to V) and 17.5% occurred at grade VII or
a�erwards. Not much varia�on was observed in this among the teachers of five types of educa�onal
ins�tu�ons.

Along with studying in the mainstream/recognised educa�onal ins�tu�ons, a small por�on of the teachers
(2.3%) studied in the Kaomi madrasas at some point of their educa�onal life (Annex 6.9). They were 4.8%
of the madrasa and 1% of the school teachers. This figure was 2.8% among the males and 0.6% among the
females, and 2.2% among the rural and 2.6% among the urban teachers. Ins�tu�on type wise, 5.3% of
Dakhil madrasa, 4.2% of senior madrasa, 1.5% of Non-government school, 1% of School & College, and
0.5% of Government school teachers studied in Kaomi madrasas at some point of their life. 

Study in public educa�onal ins�tu�ons

On average, 82.6% of the teachers completed their primary educa�on from the public educa�onal
ins�tu�ons (Figure 6.6). This was 5.3% at junior secondary level and 5.2% at secondary level. Nearly a
quarter of the teachers completed their higher secondary educa�on from the public educa�onal
ins�tu�ons, and 44.9% earned a Bachelor's degree and 58.9% earned a Master's degree from such
ins�tu�ons. The female teachers were more likely to study in the public educa�onal ins�tu�ons than their
male counterparts at every level of educa�on (Annex 6.10). The same was observed more among the school
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6.5). A fi�h of the teachers earned a
Fazil degree (equivalent to
Bachelor's) and over a third of the
teachers earned a Kamil degree
(equivalent to a Master's) from the
madrasas. The propor�on of
teachers studying in the madrasas
was much higher among the males
than the females at every level of
educa�on (Annex 6.5). A similar
pa�ern of rela�onship was
observed between the school and
the madrasa teachers, where the



teachers than those in the madrasas,
where the school teachers were ahead of
the madrasa teachers in studying in the
public educa�onal ins�tu�ons. Though the
rural school teachers were ahead of the
urban school teachers in studying in the
public educa�onal ins�tu�ons at primary
level, an opposite scenario was observed
a�erwards with an increasing trend in
urban-rural gap.

Mostly an equal propor�on of the three
types of school teachers studied in the
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Majority of the secondary teachers studied
Humani�es at every level of educa�on
followed by Science. A small propor�on of
the teachers studied Business, voca�onal
subjects or others. Whereas, the propor�on
of teachers studying Humani�es gradually
increased from one level to another, a
decreasing trend was observed in the case of
studying Science. For instance, a half of the
teachers studied Humani�es at secondary
level, 54.9% at higher secondary level, 65.9%
at undergraduate level, and 74.7% at
graduate school (Figure 6.7). These figures
were 45.5, 33.1, 25.4 and 17.1%, respec�vely
for the case of Science. The above trends
were observed irrespec�ve of ins�tu�on
type, gender of teacher, and loca�on of
ins�tu�on (Annexes 6.12 and 6.13). 

public educa�onal ins�tu�ons at primary level (over 88%). They were followed by those in senior (73.2%)
and Dakhil (69.3%) madrasas, respec�vely (Annex 6.11). Propor�onately more teachers of the Government
schools con�nued to keep them at the top in studying at all other levels in the public educa�onal ins�tu�ons
followed by those in School & Colleges, Non-government schools, senior madrasas and Dakhil madrasas,
respec�vely.  

Stream of educa�on

Although the madrasa students take some addi�onal subjects focusing on Islam than the students of
general educa�on, all the students, in general, take the same subjects up to grade VIII. Therefore, they are
divided in to streams of educa�on at grade IX which con�nues up to the end of educa�on life. The major
streams are Humani�es, Science, and Business studies. In addi�on, the madrasa students may take
Mujabbid or Hi	ul Quran. Voca�onal educa�on is another stream, which also starts at grade IX. Therefore,
the level of educa�on for this analysis include secondary, higher secondary, undergraduate, and graduate.
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Propor�on of teachers studied Science was higher among the male teachers than their female counterparts
at the first three levels of educa�on (secondary to undergraduate); however, it was equal at graduate school
(Table 6.1 and Annex 6.12). On the other hand, propor�on of teachers studied Science was higher among
the school teachers than those in the madrasas at each of the four levels of educa�on. The school teachers
were also more likely to study Business than their counterparts in the madrasas (Annex 6.12). A different
scenario was observed among the school teachers in studying Science and Humani�es at secondary level.
Whereas, at the aggregated level, the propor�on of teachers studying Humani�es was higher than that of
studying Science at secondary level, it was other way around among the school teachers. Of the school

On the other hand, the teachers of the School & Colleges were at the front line in studying Business followed
by those in Non-government schools, Government schools and the madrasas, respec�vely.

Performance in examina�ons

Performance of the teachers in the public examina�ons they have par�cipated at the end of various levels
of educa�on was collected. These include secondary, higher secondary, undergraduate, and graduate levels.
Examina�on results of majority of the teachers were found in tradi�onal method whereby the examinees

teachers, 51.8% studied Science
and 42.3% studied Humani�es at
secondary level; these figures were
32.8% and 62.9%, respec�vely
among the teachers of madrasas.
The urban teachers were more
likely to study Science than their
counterparts in rural areas at every
level of educa�on. The same was
observed in the case of studying
Business.

An increasing trend of studying
Humani�es and a decreasing trend
of studying Science by level of
educa�on was observed among the
teachers of each of the five types of
educa�onal ins�tu�ons (Annex
6.13). The Government school
teachers were much ahead of their
counterparts in other educa�onal
ins�tu�ons in studying Science
(Table 6.2). They were followed by
the teachers of School & Colleges,
Non-government schools, senior
madrasas and Dakhil madrasas,
respec�vely. A reverse ranking of
educa�onal ins�tu�ons by type was
observed in terms of teachers’
studying Humani�es (Annex 6.13).



were categorized into four levels according to their performance, viz., first division, second division, third
division, and fail. Results of a small sec�on of the teachers (12.3% at secondary level, 12.4% at higher
secondary level, 4% at Bachelor’s level, and 8% at Master’s level) were reported in grade point average
(GPA) system. Official conversion method was applied here to report the teachers’ performance in
tradi�onal method. 

At each level, majority of the teachers earned a second division (Figure 6.8). Propor�on of teachers received
a second division was 48.4% at secondary level, 63.8% at higher secondary level, 59.2% at Bachelor’s level,
70.3% at Master’s level. Propor�on of teachers earned a first division was 42.1% at secondary level, 17.5%
at higher secondary level, 8.9% at Bachelor’s level, 19.7% at Master’s level. Propor�on of teachers who
earned a third division increased from 9.5% at secondary level to 31.9% at Bachelor's level and then declined
to 10% at Master’s level.

The female teachers, in general, had be�er performance in the first two examina�ons than their male
counterparts in terms of earning a first division and not ge�ng a third division (Table 6.3 and Annex 6.14). No
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difference was observed between
them in terms of earning a first division
in la�er two examina�ons. However,
compared to their male counterparts,
propor�onately more females earned
a second division and less propor�on
of females earned a third division in
these two examina�ons. It is to be
noted that 35.2% of the males and
20.5% of the females earned a
Bachelor's degree, which is minimum
requirement to be a secondary school
teacher, with a third division.

Examina�on results of the teachers
located in urban ins�tu�ons were
much be�er than those in rural areas.
Over 53% of the teachers of urban
ins�tu�ons earned a first division at
secondary level, 26.2% showed
similar performance at higher
secondary level, 10.3% at Bachelor's
level, and 22.8% at Master's level
(Table 6.3). These figures for the rural
teachers were 39.5, 15.4, 8.5 and
18.7%, respec�vely. Propor�onately
more teachers of the rural
educa�onal ins�tu�ons earned a
third division compared to their
counterparts in urban areas at each
of the four levels of educa�on (Annex
6.14). 



School type wise analysis shows that the Government schools were much ahead of the others in terms of
earning a first division and less in earning a third division at each level of educa�on (Table 6.4 and Annex
6.15). The posi�on of the School & Colleges was the second at the first two levels. The two types of
madrasas and the Non-government schools secured the rest of the posi�ons at these two levels without
any common chronology and closeness of performance. The two types of madrasas were close to each
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other at the third and the fourth
levels of educa�on. The Non-
government schools and the School
& Colleges were also close to each
other at these. However, the former
couple of ins�tu�ons showed be�er
performance than the la�er.

Propor�on of teachers who earned
at least a second division in each of
the examina�ons was calculated in
two ways – firstly, considering the
first three examina�ons and
secondly, considering all four examina�ons. Overall, 57.8% of the teachers earned at least a second division
in each of the first three examina�ons and 33.2% earned at least a second division in all four examina�ons
(Table 6.5). Although no significant varia�on was observed between the schools and the madrasas, the
performance of the female teachers was significantly be�er than their male counterparts – 71.3% of the
female and 53.9% of the male teachers earned at least a second division in each of the first three public
examina�ons (p<0.001). These were 38.3% and 31.7%, respec�vely when all four examina�ons were
considered (p<0.001). Similarly, the teachers of urban ins�tu�ons had be�er performance than the teachers
of rural ins�tu�ons. About a half of the urban and 29.3% of the rural teachers earned at least a second
division in each of the four examina�ons. Over 70% of the urban and 54.8% of the rural teachers achieved
at least a second division in each of the first three public examina�ons.

The teachers of the Government schools were
much ahead of the others in earning at least a
second division in each of the examina�ons
followed by those in School & Colleges and Non-
government schools, respec�vely. Examina�on
results of the Dakhil madrasa teachers were close
to that of Non-government schools, and the results
of the senior madrasa teachers were close to that
of School & Colleges (Table 6.5).

Second Master's degree

A small por�on of the teachers earned a second
Master's degree; however, none of them had a
Doctor of Philosophy (PhD) degree. Overall, the
propor�on of a second Master's degree holders
was 2.6%; 3.1% among the males and 0.2% among
the females (Annex 6.16). Two percent of rural and



4.8% of urban teachers had this. It was 4.5% among the madrasa teachers and 1.7% among the school
teachers. Ins�tu�on type wise, this figure was 4.8% in Dakhil madrasas, 3.8% in senior madrasas, 3.3% in
Government schools, 2% in School & Colleges, and 1.5% in Non-government schools. Whereas, 17.1% of
the first Master's was in Science and 7.6% in Business, 98.5% of the second Master's was in Humani�es or
Social Sciences.

Service length and educa�on 

The teachers were divided into four equal groups (quar�les) based on their length of service, and
educa�onal qualifica�ons of each of the groups were analysed. The analysis shows that educa�onal
qualifica�ons as well as performance in public examina�ons have improved over �me. For instance,
whereas, 39-40% of the teachers belonging to the upper half in terms of length of service had a Master's
degree, such an educa�on was 46.5% of those belonging to the second quar�le and 68.7% among those
belonging to the first quar�le (p<0.001). Propor�on of teachers with a first division in the public
examina�ons has increased and propor�on of teachers with a third division has decreased over �me. An
example of it is provided in Table 6.6 which shows that 2.7% of the teachers belonging to the fourth quar�le
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had a first division at Bachelor's
level and 63.8% had a third division.
The first category of teachers
gradually increased and the second
category decreased. Therefore,
among the first quar�le of teachers
– the youngest gorup, the
propor�on of them ge�ng a first
division has increased to 21.4% and
the propor�on of teachers ge�ng a
third division has decreased to
10.6%. 

B.   Training
This sec�on provides informa�on on three categories of training. The first of this is the professional training,
which is basic for teaching in secondary educa�onal ins�tu�ons in Bangladesh. The other two includes
subject based training and educa�onal short courses. The first one is a general training to prepare any
person for teaching and the la�er two types are focused on various subjects taught at secondary level and
various educa�onal issues, respec�vely to facilitate the teachers in be�er teaching.

Professional training

Bachelor of Educa�on (BEd) is the basic professional training for teaching in secondary educa�onal
ins�tu�ons in Bangladesh. The other equivalent degrees include Bachelor of Physical Educa�on (BPEd) and
Bachelor of Madrasa Educa�on (BMEd). These are followed by Master of Educa�on (MEd). Along with the
above, a small sec�on of the sampled teachers received two other training, which are designed for teaching
in primary educa�onal ins�tu�ons. These are Cer�ficate in Educa�on (C-in-Ed) and Diploma in Educa�on
(DipEd).

Overall, 66.1% of the teachers reported that they have received any of the above professional training
(Figure 6.9). Majority of them received only one training (61.1%) and a small por�on received more than
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Let us have a look at the teachers
with an MEd degree. The
Government school teachers were far
ahead with this regard. Whereas
16.5% of the Government school
teachers earned an MEd degree, it
was 5.5% among the Non-
government school teachers and
4.8% among the School & College
teachers (Annex 6.17). The two types
of madrasas were equal with 1.3% of
each having teachers with an MEd
degree. This propor�on was 4.3%
among males and 4.4% among
females, 5.8% among school teachers
and 1.3% among madrasa teachers,
and 3.1% among rural and 9.7%
among urban teachers (Annex 6.18).

Over two-thirds of the teachers who
were not ge�ng any government
subven�on against their salary and
benefits (non-grant) had no
professional training, this was 29.5%
among those who were receiving
such facility. Again, 4.1% of the grant
teachers and 3.6% of the non-grant
teachers had an MEd degree. 

Majority of the teachers received
training a�er joining the service. Of

one (5%). At the aggregated level, 59.8% of the teachers received a BEd degree, 5.5% received a BPEd
degree, 0.4% received a BMEd degree, and 4.3% received a MEd degree (Annex 6.17). Moreover, 0.7% of
the teachers completed C-in-Ed course and 0.4% had a DipEd. A sta�s�cally significant gender difference
persisted in teachers’ receipt of professional training where the females were ahead of the males (76.9%
versus 62.9%; p<0.001) (Figure 6.9). However, mostly an equal propor�on of the teachers of rural and urban
educa�onal ins�tu�ons had professional training (65.7% versus 67.5; ns). 

A big gap was observed in the receipt of professional training by the teachers of schools and madrasas
(Figure 6.9). Whereas, 79.4% of the school teachers had professional training it was 39.5% among the
madrasa teachers (p<0.001). Similar to educa�onal qualifica�ons, the teachers of the Government schools
were at the top in receiving professional training. The teachers of the other two types of schools were close
to each other with a distance of 4-5 percentage points from the top. Figure 6.10 shows that 84.5% of
Government, 79.2% of Non-government, and 80.3% of School & College teachers were trained. Whereas,
a half of the teachers of senior madrasas were trained, it was 32% among the Dakhil madrasa teachers.                      



the total professional training, 77.6% was received a�er joining service and 22.4% before joining. Eighty
percent of the males and 70.7% of the females received professional training in service (p<0.001). This was
78.8% among rural and 72.8% among urban teachers (p<0.01). Ins�tu�on type wise, 68.9% of the
Government school teachers, 72.6% of those in senior madrasas, 73.4% of those in Dakhil madrasas, 78.9%
of those in Non-government schools, and 81.2% of those in School & Colleges received professional training
a�er joining their service (Figure 6.11).

The teachers received 58% of their professional training from any public ins�tu�on. Although, no gender
difference was observed in this (male 57.1% and female 60.9%), propor�onately more urban teachers
received training from public ins�tu�ons than those in rural areas (68.8% versus 55.2%; p<0.001). The
Government school teachers were much ahead of the others in this case too, with 86.6% of them receiving
professional training from public ins�tu�ons. This figure was 61.9% among the teachers of School &
Colleges, 57.2% among those of Non-government schools, 56.1% among those of senior madrasas, and
54.2% among those of Dakhil madrasas (p<0.001).

According to the secondary recruitment rule, the appointee teachers are supposed to earn a Bachelor of
Educa�on degree within three years of appointment. This was not the case in prac�ce. Service length of
85% of the non-trained teachers was more than three years. This was seven years or less for a third of the
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non-trained teachers, 8-18 years for
another third of them, and 19-40
years for the remaining one third of
them. Average service length of the
non-trained teachers was 14.7 years
compared to 17.2 years for the
trained teachers (p<0.001).

Subject based training

Thirty different subjects were
men�oned by the teachers in which
they received training. Dura�on of
about a half of these training courses
were one week or less, 30% were of
two weeks, and the remaining were
of various dura�on.

Overall, 78.2% of the teachers got at
least one subject based training. This
was 77.9% among the males and
79.1% among the females with no
sta�s�cally significant difference
(Figure 6.12). The rural teachers were
more likely to receive subject based
training than those of the urban areas
(79.9% versus 71.1%; p<0.001).
Whereas, about two-thirds of the
madrasa teachers received such
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21.8% received none (Annex 6.19).
The mean number of subject based
training received by the teachers was
1.8 with no varia�on by gender, area,
or ins�tu�on type. Forty-two percent
of the teachers who were not ge�ng
government salary subven�on (non-
grant) did not get any subject based
training, which was 18.7% among
those who were ge�ng government
salary subven�on (Annex 6.20). 

A much different scenario was
observed when data were analysed
in terms of the subjects taught by the
teachers. Not a single subject was
found, a half of the teachers teaching
a par�cular subject received training
on that subject. The teachers of
English and Mathema�cs were at the
top in pursuing training followed by
those who teach Religion. Nearly
45% of the Mathema�cs teachers,
44.3% of English teachers, and 41.6%
of the teachers who teach Religion
received subject based training on
the specific subjects (Figure 6.14).
This was observed among 36% of
Science, a third of Bangla, 34.1% of
Accoun�ng, 31.3% of Bangladesh &
Global Studies teachers. Thirty
percent of Biology, 24.5% of Physics
and 22.5% of Chemistry teachers also
received subject based training. 

Data from the in-depth interviews
with the teachers revealed that the
teachers faced challenge in being

training it was 83.8% among the school teachers (p<0.001). Ins�tu�on type wise difference was persisted
with a sta�s�cally significant margin (p<0.001). Non-government schools were at the top with 84.3% of
their teachers receiving subject based training followed by those in School & Colleges (82.2%) and
Government schools (75.5%), respec�vely (Figure 6.13). This figure was 64.3% among the teachers of Dakhil
madrasas and 71% among those of senior madrasas.

The teachers varied in terms of number of subject based training they received. Overall, 37.8% of the
teachers received one training, 23.5% received two, 11.8% received three, 5.1% received four or more, and



selected for par�cipa�on in subject based training relevant to them. Though the head of a Government
school in Dinajpur said that he considered teachers’ seniority, subject(s) they teach and their merit while
selec�ng them for training, an assistant teacher of his school had a different opinion. The assistant teacher’s
opinion unfolded a significant malprac�ce in trainee selec�on at ins�tu�on level. This teacher demanded
for a strict monitoring so that right people can be trained in relevant subjects. Following is his statement.

It is important to strictly monitor the trainee selec�on process. Aim should be to provide necessary
training to each of the teachers relevant to the subjects s/he teaches. Some�mes because of
nepo�sm, one par�cular teacher is sent to the training repeatedly, especially those who are favourite
to the head teacher. On the other hand, the teachers who le� out remain untrained year a�er year.

On the other hand, a sec�on of the teachers who were not teaching a specific subject also received training
on that subject. For instance, 42.6% of those who received training on Bangladesh & Global studies were
not teaching it (Figure 6.15). This was 30.6% for Science, 22.3% for Bangla, 12.3% for English, and 8.3% for
Mathema�cs. Three-fi�hs of the teachers trained in ICT were not teaching it.

The teachers reported the same during in-depth interviews. For instance, an English teacher of a senior
madrasa in Rajshahi who par�cipated in a training on ICT teaching, but did not get any scope to implement
training in classroom as already a trained teacher on ICT was there who was conduc�ng all the ICT lessons.
The head of the ins�tu�on did not give him a chance to conduct an ICT lesson or this teacher did not a�empt
to use his knowledge on ICT for the subject he was teaching. Teachers trained in ICT may use their knowledge
in teaching other subjects as well, therefore, not conduc�ng ICT classes by them may not be considered as
wastage. But for others this is a wastage of scarce resources. 

More than 90% of the subject based training reported by the teachers were held in 2006 or onwards.
Overall, 37.5% of the training was held in the past there years (2016-18), 29% during 2011-15, 25.1% during
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2006-10, 5.4% during 2001-05, and 3% in
2000 or before (Figure 6.16). Compared to
the schools, the madrasa teachers were
trained in the most recent years. For
instance, a half of the madrasa teachers
and a third of the school teachers training
were held during the past three years.
Separate analysis on this by gender, area
and ins�tu�on type is provided in Annexes
6.21 and 6.22.

Of the total subject based training, 88.1%
was provided by the public ins�tu�ons,
9.5% by private ins�tu�ons, and 2.1% by
the non-government organiza�ons (NGOs).
No gender difference was observed among
the teachers by provider of subject based
training; however, the teachers of rural
educa�onal ins�tu�ons were more likely
than their urban counterparts in receiving
subject based training from private



ins�tu�ons or NGOs1 (13% versus 7%). The
teachers of rural ins�tu�ons received 10.3%
of their training from private ins�tu�ons and
2.7% from NGOs.1 The Government school
teachers were ahead of the others in ge�ng
training from the public ins�tu�ons.

The heads of the ins�tu�ons were the major
decision makers in selec�ng the teachers for
subject based training. They selected trainees
for 72.6% of the above training. The Upazila
Secondary Educa�on Officers selected 14.4%
of the cases, District Educa�on Officer
selected 4.7%, the ministry 4.6%, and 1.3% by
Upazila Academic Supervisors or school
managing commi�ees. Self-selec�on
occurred in 2.4% of the cases. Such a
distribu�on of trainee selec�ng authority was
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1BRAC hads secondary teacher training programme under its Post Primary and Con�nuing Educa�on (PACE) ini�a�ve

observed irrespec�ve of gender, area and ins�tu�on type. The District Educa�on Officers and the ministry
had a tendency to select more teachers from the Government schools than the other types of ins�tu�ons.

Short courses

Nineteen various issues were chosen to provide short courses to the teachers. Dura�on of majority of them
were of three days (31.7%), one week (16%) or two weeks (19%), and the others were of various dura�on.
Dura�on of two-thirds of the courses was one
week or less and it was more than two weeks for
7% of the courses. A list of short training courses
that the teachers received is provided in Box 6.1.

Overall, 83.6% of the teachers received at least
one educa�onal short course (Figure 6.17). No
gender difference was observed in this. The
school teachers were more likely to receive these
training than the madrasa teachers (89.2% versus
72.8%; p<0.001) and teachers of rural educa�onal
ins�tu�ons were ahead of their urban
counterparts in receiving these training (84.4%
versus 80.4%; p<0.05). Similar to subject based
training, the Non-government school teachers
were at the top with 89.3% of them receiving
short training courses followed by those in School
& Colleges (88.7%), Government schools (85.8%),
senior madrasas (75.7%) and Dakhil madrasas
(70.7%), respec�vely (Figure 6.18).



Varia�on was observed among the
teachers in terms of number of short
courses they received. Overall, 31.7%
of the teachers received one such
course, 23% received two, 14.1%
received three, 6.6% received four,
8.2% received five or more, and
16.4% none (Annex 6.23). Propor�on
of teachers with no such training was
highest in Dakhil madrasas (29.3%).
Whereas, 14.1% of the teachers who
were ge�ng government salary
subven�on (grant) did not get any
training on educa�onal issues, it was
32.6% among those who were not
ge�ng government salary subven�on
(non-grant) (Annex 6.24). 

About a half of the educa�onal short
courses were held during the past
three years (2016-18), a third during
2011-15, 13.7% during 2006-10, and
the remaining 3.5% in 2005 or before
(Figure 6.19). No gender difference
was observed in this (Annexes 6.25
and 6.26). Propor�onately more
teachers of the madrasas and the
rural educa�onal ins�tu�ons received
these training in recent years than
their respec�ve counterparts. For
instance, 60.9% of the madrasa and
46.4% of the school teachers got such
training during the past three years
(2016-18). This was 51.9% of the
teachers in rural educa�onal
ins�tu�ons and 41.1% of those in
urban ins�tu�ons. 

The most popular short courses that
the teachers a�ended include
informa�on and communica�on
technology, crea�ve ques�on
prepara�on, teachers’ curriculum
guide, teaching quality improvement,
life skills based training, and na�onal
curriculum (Table 6.7). Training on
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informa�on and communica�on technology (ICT) was at the top in this category with about a third of the
teachers receiving this. A slightly lower propor�on of the teachers (31%) received a training on prepara�on
of crea�ve ques�ons. Nearly 22% of the teachers received training on teachers’ curriculum guide, 18% on
teaching quality improvement, 15.8% on life skills based training, and 12.9% on na�onal curriculum. No
significant preference was observed in receiving these training by gender of teachers. However, it was there
in terms of area of ins�tu�on and ins�tu�on type. The rural teachers were more likely to get training on
ICT than the urban teachers (34.1% versus 24.4%) and an opposite situa�on was observed in the training
on crea�ve ques�on prepara�on (29.6% versus 36.9%). Propor�onately more school teachers received
each of these training compared to their counterparts in the madrasas.

About 91% of the short courses were organised by public ins�tu�ons, 8.3% by private ins�tu�ons, and
0.8% by NGOs. The females, teachers of rural educa�onal ins�tu�ons and those of madrasas were more
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Box 6.2

An assistant teacher who a�ended mul�ple
trainings

A male assistant teacher with teaching experience of
about 16 years was working in a Government Girls’
High School in Faridpur district. He had an MSc and
was appointed as a teacher of Mathema�cs. He did
BEd and MEd on service from a private teacher
training ins�tu�on. He was teaching to a wide range
of students; for instance, Mathema�cs to the students
of grades VI, VII and IX, Science to those of grades VII
and VIII, Physics to those of grade X, Biology to those
of grade IX, and ICT to those of grades VII to X –
indica�ng a perfect match with his appointment. He
received seven subject based training during 2010-16
covering all the subjects he was teaching. The head of
his ins�tu�on nominated him for the first three
training courses, but the Directorate of Secondary and
Higher Educa�on nominated him for the remaining
four. He also par�cipated in 13 short courses on
variety of issues related to broader areas of educa�on.

likely to receive short training courses from private
ins�tu�ons or the NGOs than their respec�ve
counterparts. Such a tendency was least among the
teachers of Government schools followed by those
of private schools and the madrasas. The heads of
the ins�tu�ons nominated the trainees in 69.7% of
the cases, Upazila Secondary Educa�on Officers
nominated 16.1% of the cases, and District
Educa�on Officers or the ministry nominated 10%
of the cases. Box 6.2 presents an example of a
teacher equipped with lots of training of all three
categories discussed above. 

Mul�variate regression analysis

Three regression models were built to predict
teachers availing three different types of training
discussed above. Each of them were dichotomously
measured – having a par�cular type of training and
not having it. The predictor variables were
ins�tu�on type, geographical loca�on of ins�tu�on
(urban or rural), gender of teacher, religion, parent
as teacher, elder sibling as teacher, aim in life as



teacher, educa�onal qualifica�ons, and length of service. Each of them was categorically measured. As the
dependent variables were dichotomously measured, logis�c regression was considered appropriate. A
stepwise approach was considered and therefore only the sta�s�cally significant predictors came out in
the three final models. The models are provided in Tables 6.8 to 6.10.

Out of nine predictor variables, six came out in the model for predic�ng receipt of profession training and
five variables in each of the remaining two models. Ins�tu�on type and length of service were common in
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each of the three models; area of
ins�tu�on, gender, educa�onal
qualifica�on of teachers, and elder
sibling as teacher appeared in two
each; and aim in life as teacher and
religion appeared in one each.
Parents as teacher did not appear in
any of the models. The predictor
variables explained 32% of the
varia�on in teachers’ receipt of
professional training (Nagelkerke
sta�s�c), but it was only 10% in the
rest two cases. 

Following are the major findings from
this analysis.

� No difference was found
between the teachers of
Government schools and
School & Colleges in receipt
of any type of training. The
teachers of Non-government
schools join with them in the
cases of subject based
training and educa�onal
short courses. The teachers
of each of the two types of
madrasas were less likely to
receive training than those of
the schools.

� The teachers belonging to the
third quar�le in terms of
length of service had the
highest possibility of
receiving each of the three
types of training. Those
belonging to the fourth
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quar�le followed them in
receiving professional and
subject based training, but it
was the second quar�le in
the case of educa�onal
short courses. The teachers
belonging to the first
quar�le were least likely to
have each type of training.

� Female teachers were more
likely to receive professional
training than the male
teachers, but it was the
other way around in the
case of receipt of short
training courses. No gender
difference was found in
subject based training.

� Although no varia�on was
observed between the
teachers of rural and urban
ins�tu�ons with regard to
receipt of professional
training, the teachers of
rural ins�tu�ons were more
likely to avail the other two
types of training than those
of urban ins�tu�ons.

� The Master's degree holders
were less likely to a�end
professional or subject
based training than the
teachers holding a Bachelor's degree or below. No rela�onship with teachers’ educa�onal
qualifica�on was observed in the case of their receipt of short training courses.

� Those who aimed to be a teacher were less likely to have professional training than those who did
not aim so. But who had an elder sibling as teacher were more likely to have the rest two types of
training than those who had no elder siblings.

� The non-Muslims were more likely to have professional training than those who belonged to
Muslim community.

It was seen earlier that about a quarter of the teachers received professional training prior to joining the
service. A ques�on may be asked on the predic�ve characteris�cs of such behaviour of the teachers.
Another regression was therefore performed with the same set of predictors and following the same
method as men�oned earlier. Here too, the dependent variable was dichotomously measured – received
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professional training before joining in
service and received it while in
service. Those who did not have
professional training were not
considered for this analysis. The final
model is provided in Table 6.11. Of
the nine predictors considered, only
two came out as sta�s�cally
significant in predic�ng receipt of
professional training before joining in
service. These are area of ins�tu�on
and length of service of the teachers.
These two variables explained 14%
of the varia�on in dependent
variable (Nagelkerke sta�s�c).
Following are the summary of
findings.

� The teachers of the urban
ins�tu�ons were more likely to
receive professional training
before joining in service than
those in rural areas.

� A nega�ve rela�onship was
observed between length of
service and receipt of
professional training before
joining in service. The teachers
belonging to the first quarter in
terms of length of service were
more likely to receive
professional training than those
who belonged to the remaining three quar�les. The fourth quar�le of teachers were least likely to do
so.

Need of further training

The teachers, in general, showed their interest in receiving subject based training and to a�end short
courses on various educa�onal issues. This was true for those who had some training as well as those who
had not. In order to express the necessity of training a principal of a senior madrasa in Rajshahi said,
‘Training can change teachers'. Those who do not get any training should not be allowed to conduct lessons.’

During in-depth interviews with the teachers, a good number of them blamed their heads of ins�tu�ons,
the managing commi�ees or the upazila or district level officials for not nomina�ng them for training or
not taking any ini�a�ve for this. A lecturer of Hadith Sharif in a senior madrasa in Dinajpur expressed his
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indigna�on by saying that ‘I did not
get any training �ll date although I
was keen to par�cipate.’ Another
senior madrasa teacher in Dinajpur
said, ‘During my 38 years of life as a
teacher, I did not get any opportunity
to par�cipate in any training.’ A
similar expression was obtained from
a teacher of Accoun�ng in a School &
College and a Science teacher of a
Non-government school in Sylhet,
and another teacher of Accoun�ng in
a Non-government school in
Mymensingh. Some of the teachers
of the ins�tu�ons which were not
ge�ng government grant/
subven�on were blaming their non-
grant status for not being selected for
training or not ge�ng priority. A
Dakhil madrasa teacher in Mymensingh expressed his frustra�on in the following way – ‘neither the
governing body nor the Superintendent took any ini�a�ve for enhancing my capacity. This madrasa is a
non-grant ins�tu�on, the process is very slow here.’ 

The heads of the ins�tu�ons, with an inten�on to save themselves, clarified the situa�on. According to
them, they had very passive role in the selec�on process. Upazila or district educa�on offices or the
directorate some�mes asked them to send the names of prospec�ve un-trained teachers. They just sent
the list of teachers, but final selec�on remained with the officials. However, a head teacher of a Government
High School in Sylhet stated his posi�on by saying that ‘I do not have direct involvement with trainee
selec�on process, but I have the authority to not to send any par�cular teacher for training if I feel his/her
absence might hamper regular teaching-learning ac�vi�es of my school.’ 

There are also examples that a�er nomina�ng for training, the teachers did not show their interest to
par�cipate in those. Some of the reasons were personal or family-related, and some were just for nothing
or for no reason. An example of refusal of nomina�on can be seen from the expression of a Non-
government school teacher – ‘the managing commi�ee nominated me for a training on life skills, but I did
not show any interest because I thought I am too old for such a training.’

Analysis of data from the teacher survey shows that over 89% of the teachers felt the need of further
training (Table 6.12). Such a demand was more among the females than males (92% versus 88.3%; p<0.01),
among the madrasa teachers than school teachers (91.5% versus 87.9%; p<0.01), and among the teachers
in rural educa�onal ins�tu�ons than the urban ins�tu�ons (90.2% versus 84.6%; p<0.001). Of the teachers
who had no professional training, all of them wanted to carry out such training of Bachelor's level (i.e.
BEd). Those who had a Bachelor's level professional training, wanted to have such training of Master's level
(i.e. MEd).  On the other hand, a mixture of those who had and who did not have the other two types of
training wanted to take those. Over three-quarters of the teachers wanted subject based training and two-
thirds wanted educa�onal short courses.
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Ins�tu�on type wise analysis of
demand of training is provided
in Table 6.13. Whereas 46.5% of
the Dakhil madrasa teachers
wanted professional training,
30-33% of the teachers of other
two types of ins�tu�on wanted
it. Demand for short training
courses was also more among
the teachers of Dakhil madrasas
followed by those of senior
madrasas. The madrasa
teachers, in in-depth interviews,
repeatedly men�oned that they
require training because they
were seriously deprived in this
aspect. They expected training
opportunity not only from the
government but also from their
heads of ins�tu�ons. For
instance, a lecturer of a senior
madrasa said, ‘I am a hafez. The principal can arrange training for me on the area that is new to me, for
example, a training on computer applica�on. But I don’t see any symptom of it.’

Some more informa�on on demand of further training are as follows.

� Overall, 53.3% of the teachers who wanted professional training wanted to do a MEd course, 39.4%
wanted to do a BEd course, 8.2% wanted a BMEd course, 5.3% wanted a C-in-Ed course, 2.8%
wanted a DipEd course, and 1.9% wanted BPEd course.

� English was at the top for which the teachers wanted to have a subject based training, which was
followed by Mathema�cs. Propor�on of teachers wanted these were 21.7% and 17.4%,
respec�vely. In addi�on, 16.1% of the teachers wanted training on Bangla, 12.3% on Bangladesh
& Global Studies, 12.3% on ICTs, and 11.3% on Science subjects.

� Regarding short courses more than a half of the teachers wanted training on ICTs (51.3%), and
another 13.4% wanted training on computer applica�on, and 16.2% on digital content
development. A good propor�on of the teachers (29.7%) wanted to learn how to prepare crea�ve
ques�ons, 13.2% wanted training on life skills based educa�on, and 11.9% wanted training on
teachers curriculum guide.

Use of training in classroom teaching

A mixed reac�on was observed regarding use of training in classroom teaching. A sec�on of the teachers
reported that they were ge�ng benefits of training through using those in classroom teaching; however,
another sec�on blamed their circumstances or themselves for the cause of not using those. A Government
school teacher of Chemistry in Sylhet said:



My school has every facili�es of high standard, therefore I can use my training properly. A�er ge�ng
ICT training I developed contents for Physics and Chemistry, which I use in my classroom. My
students are ge�ng be�er idea about their contents, I believe. I got a master trainer training on
curriculum which helped me to provide training in local teacher training college. I also help my
colleagues to fill up EMIS form. I uploaded 38 digital contents to Shikkhok Batayan.

Another teacher of the same ins�tu�on who was teaching Bangla shared his situa�on in the following way:

Though I have received a number of training, but I am not using those in classrooms. Actually this
is my shortcoming. I have every opportunity in my school to implement my training, but I do not
know why I do not do that. Actually the strong will of doing anything is the key force.

A Science teacher of a Non-government school in Mymensingh reported that he got training on three
different issues. He tried to use training in classroom teaching, but could not use it due to a number of
reasons. These include large class size, lack of equipment like mul�media, laptop, projector, etc. A Dakhil
madrasa teacher reported that when he was in another madrasa, he got training on teaching Bangla. He
also claimed that he used to teach Bangla well. A�er changing ins�tu�on, he was asked to teach Islamic
History and some other madrasa specific subjects. He wished that ‘If there is any scope to teach Bangla, I
would try my best to use my knowledge acquired from the training.’ A General Science teacher of a Non-
government high school in Rajshahi could not use his training on ICT because he found it was inadequate.

No provision of assessing teachers’ teaching skills was iden�fied as a core reason of teachers’ reluctance
in applying training in classrooms. A Mathema�cs teacher of a Government school in Sylhet argued that
the teachers do not find mo�va�on for applying the training in classroom as they do not have to face any
cri�cism for their weak teaching. He expressed his percep�on by saying that ‘there is a lack of mo�va�on
among the teachers for applying training in classroom because there is no evalua�on of our teaching skills.
It does not ma�er whether teaching-learning process is good or bad in school.’

77Educa�on and Training





Chapter 7
Choice of Profession, Income and Job
Sa�sfac�on
Key Findings

Majority of the teachers (58.7%) had aimed to take teaching as profession; the others wanted to be a doctor,
an engineer, a government servant, a police/defence officer, a banker, or a businessperson. A small sec�on
(3.3%) had no aim in life. 

Teaching in the present ins�tu�on was the first job for 53.2% of the teachers. A fi�h of the teachers had
taught in other ins�tu�ons, 16.5% moved to teaching from a number of non-teaching jobs, and 10%
experienced both teaching and non-teaching jobs before their current job. 

The length of service was eight years or less for a quarter of the teachers, 9-16 years for another quarter,
17-22 years for the third quarter, and 23-40 years for the fourth quarter. Overall, the mean length of service
was 16.3 years with a standard devia�on of 9 years.

Teaching was reported to be the principal occupa�on of all of the teachers. Two-thirds of them claimed to
have a second occupa�on. These include agriculture, private supplementary tutoring, small or medium
business, aquaculture, and others.

The teachers reported to earn 85.5% of their income from teaching. A wide varia�on existed in income.
Teachers belonging to the highest quin�le of income earned about 3.5 �mes of those belonging to the
lowest quin�le. The Government school teachers were the top earners – 1.9 �mes of the grant (MPO) and
3.8 �mes of the non-grant (non-MPO) teachers.

Majority of the teachers were sa�sfied with their profession and ins�tu�ons, but not with the remunera�on.
Overall, 26.3% of the teachers were ‘sa�sfied’ with each of the three issues concerned, 46.4% were
‘sa�sfied’ with current profession and ins�tu�on, but not with remunera�on, 16% were ‘sa�sfied’ only
with profession, but not with the rest two issues, and 11.3% fell in other categories.
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This chapter covers a number of characteris�cs and background of teachers. These include their intended
aim in life, previous professional engagement and their service length in teaching. Teachers were asked

about their second occupa�on, annual income and self-perceived yearly food security status, and analysis
on these are presented here. Sa�sfac�on of the teachers with regard to present profession, ins�tu�on and
remunera�on package are also discussed.

A.   Aim in life
In general, people start to think about their aim in life when they are students or at the latest a�er
comple�ng a certain level of educa�on. The teachers were asked to disclose their thoughts on their career
before entering into job market. Majority of the teachers wanted to see themselves in the same profession
as they were at the �me of interviewing, i.e., teaching. They comprised 58.7% of the sampled teachers
(Figure 7.1). Thirteen percent of the teachers wanted to be a government official and 11.2% wanted to be
a doctor or an engineer. The other professions that the teachers wanted to be are: a police or a defence
officer (5.3%), a banker (4.2%), a businessperson (1.5%), and others (2.8%). A small sec�on of the teachers
(3.3%) did not have any aim in life.
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Those who considered teaching as
their aim in life had various
mo�va�onal factors behind this. In
general, the respondents perceived
teaching as one of the most
dignified professions. For a few
teachers of Sylhet and Mymensingh
regions, prior experience of
teaching, which they gathered in
student life through offering private
supplementary tutoring significantly
mo�vated them for thinking
teaching as life’s aim. Some of them
linked mental peace, financial
stability and social dignity with
teaching profession. Some other
respondents informed that they met
some great teachers in their student
life who ul�mately turned teaching into a passion to them. Some of them, however a few, opined that
those teachers helped them to find out an aim in life. An assistant teacher of a Dakhil Madrasa from Barisal
region stated the following:

I did not have any aim in life for long. Once my teacher asked me what I wanted to be in future, but
I could not provide any answer. In reply, I asked my teacher what he thinks I should be. He suggested
teaching, jus�fying tha�his is an honourable profession. Another of my teacher also helped to think
in a similar line. I then planned to be a teacher in future. 

Figure 7.2 shows that more females than males had an aim to be a teacher (67.1% versus 56.3%; p<0.001).
This was 60.7% among the teachers of rural and 50.6% among those of urban ins�tu�ons (p<0.001).  Two-



thirds of the madrasa teachers wanted to be a teacher compared to 54.7% of those of schools (p<0.001).
Whereas, over 70% of the teachers of Dakhil and 62% of those of senior madrasas wanted to be a teacher,
it was 55.5% among those of Non-government schools, 52.3% among those of School & Colleges, and 41.5%
among those of Government schools (Figure 7.3). At an opposite direc�on to the above, a higher propor�on
of the teachers of Government schools wanted to be a doctor, an engineer, a government official or a
police/defence official and a least propor�on of the teachers of Dakhil madrasas wanted to take these
professions (Annex 7.1). Over 21% of the Government school teachers wanted to be a government official,
16.8% of the same wanted to be a doctor or an engineer, and 8.5% of them wanted to be a police/defence
official. Detail informa�on on aim in life of the teachers analysed by gender, area and ins�tu�on type is
provided in Annexes 7.1 and 7.2.

82 Educa�on Watch 2018-19

A sec�on of teachers reported in in-
depth interviews that from
childhood they dreamed for such a
profession which would help them to
serve the society directly. Therefore,
many of them intended to be a
doctor. However, failure in the first
choice led them to think of teaching
as an alterna�ve. They chose
teaching because this profession also
creates a room for serving the
society. A Bangla teacher of a
Government school said, ‘When I
was not successful in medical
admission test I felt that another
alterna�ve way of serving humanity
is teaching. From then I dreamed to
be a teacher.’

Some of the respondents wanted to
join in public service because of job
security, honour and many other
facili�es to live a decent life. A sec�on
of such dreamers entered teaching
a�er being unsuccessful to reach their
ini�al goal. However, their interest on teaching increased gradually when they started to realize that teaching
also provide honour, and scope for contribu�ng to the society. One of the teachers said, ‘I was interested in a
government job. When I got a job in this school I felt that this is a respectable profession and there is
opportunity to serve people. Therefore, I joined this school.’ A few others also felt the same way.

The madrasa teachers o�en referred to the religious point of view as their inspira�on behind thinking of
teaching as their profession. For instance, a lecturer of Hadith Sharif in a senior madrasa in Dinajpur said,‘
I read a hadith in my childhood, which says, he is the best who acquire knowledge and share it with others.
Therefore, from my student life I wanted to be a teacher’. Another assistant teacher of Akaid and Fikah in
a Dakhil madrasa in Mymensingh said, ‘I dreamed to be a teacher from my childhood because our prophet
was a teacher.’ 



Because of many reasons such as less hassle, short working hours, long vaca�ons there is a percep�on in
the society that teaching is a suitable profession for women. Women teachers also o�en preferred to be in
teaching considering the scope for flexible office �ming, ge�ng �me to take care of children, and doing
household works. In this aspect a female teacher of Arabic in a senior madrasa in Rajshahi said, 

I wanted to be a teacher and I am happy with teaching, because I have to stay at the madrasa from
8 am to 2 pm. For women, I think this is the best profession. If I worked elsewhere I would have to
stay at least un�l 5 pm. Spending outside home for such a long period is not good for taking care of
children. Now I can work as well as take care of my child.

Another female teacher of Civics in a Non-government girls’ high school in Rajshahi perceived teaching
suitable from a religious point of view. She believed that teaching was such a profession which allows
women to maintain their privacy and sanc�ty most. She stated,

I love teaching from my childhood. It is a pres�gious profession. Everybody knows a teacher. This
profession provides a freedom of choice, for example, maintaining ‘purdah’. In teaching profession,
you can avoid the persons you do not want to meet. 

Mul�variate regression analysis

A mul�variate regression analysis was performed to find out the variables predic�ng the aim to be a teacher
in life.  The dependent variable was categorized dichotomously – wanted to be a teacher or did not want.
Number of dependent variables was seven. These are gender, educa�onal qualifica�ons, fathers’ educa�on,
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mothers’ educa�on, elder sibling as
teacher, parent as teacher, and
religion. These were also categorical
variables. As the dependent variable
was dichotomously measured, a
logis�c regression analysis was
carried out. A stepwise approach was
considered and therefore only the
sta�s�cally significant predictors
appeared in the final model. 

Of the seven independent variables,
the final regression model took four.
These are gender, fathers’ educa�on,
sibling as teacher, and educa�onal
qualifica�ons (Table 7.1). No
sta�s�cally significant contribu�on of
mothers’ educa�on, parent as teacher
and religion was found in predic�ng the
respondents aiming to be a teacher.
Following are the major findings.

� The female teachers were
more likely to aim teaching as
profession than the male
teachers.



� The teachers who had a father with 5-9 years of schooling were more likely to be a teacher than
those having fathers with other educa�onal qualifica�ons (more or less than this).

� Those teachers who have an elder sibling in teaching profession were less likely to be a teacher
than those who had no such sibling. 

� The teachers with a Master's degree were more likely to be a teacher than those who had a
Bachelor's degree or less educa�onal qualifica�ons.

B.   Previous profession and ins�tu�on
A good propor�on of the teachers passed through a number of professions and ins�tu�ons prior to their
present state during interviews for this study. A sec�on of them had other jobs before entering into teaching
profession, and another sec�on changed educa�onal ins�tu�ons within teaching profession.

Over a quarter of the teachers (26.5%) switched to their present profession (i.e., teaching) from other
professions. Nature of occupa�on in the previous profession varied– 20.5% had some salaried job, 2.4%
were doing business, 2.1% were engaged in private supplementary tutoring, and 1.5% were involved with
some other self-employed ac�vi�es. During in-depth interviews, the teachers men�oned some reasons of
shi�ing from other jobs to teaching profession. Mismatching between educa�onal background and the job
considered was a strong reason for an assistant teacher of Biology of a Non-government School & College
in Barishal. In this regard he said,

I preferred independent business. Therefore, I started a small business a�er gradua�on. At once, I started
to think that there is no connec�on between my academic background and the profession I was engaged
with. Then I no�ced the circular of teacher recruitment. I applied there and got it. 

Another assistant teacher of Hadith in a Dakhil madrasa in Barishal reported that he struggled to cope with
the culture of development sector which he started a�er gradua�on; thus, expected teaching badly as his
career. In this point he said,

I dreamed to be a teacher. However, I started my career with an NGO in 2012. I worked there for a
year and experienced several problems. My colleagues and the visitors to that office o�en cri�cized
me for my a�re. They told this religious a�re is not appropriate for working in this field. I felt bad
and prayed to almighty for ge�ng a teaching job. 

Having a professional job prior to joining as a teacher was more among the males than the females (29.7%
versus 15.7%; p<0.001), among the teachers of rural educa�onal ins�tu�ons than their urban counterparts

84 Educa�on Watch 2018-19

(27.5% versus 22.5%; p<0.01), and
among the teachers of schools than
the madrasas (28.6% versus 22.4%;
p<0.001). Such a tendency was the
highest among the teachers of
Government schools and the lowest
among those of Dakhil madrasas –
31.7% and 21.8%, respec�vely
(Figure 7.4).

Three in every 10 teachers changed
their ins�tu�on keeping them in the
same profession i.e., teaching. They
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of School & Colleges, 30.7% of those of
Non-government schools, 29% of those
of senior madrasas, and 25.2% of those
of Dakhil madrasas fall in this category
(Figure 7.5). 

Combining the above two, it can be said
that a fi�h of the sampled teachers were
teaching in other ins�tu�ons before
joining their present ins�tu�on, 16.3%
were engaged in another job (other than
teaching), and 10% were involved in
both (Figure 7.6). Therefore, the present
job was the first occupa�on for 53.2% of
the sampled teachers. Changes in
profession or ins�tu�on occurred more
among the teachers of urban
educa�onal ins�tu�ons than their
counterparts in rural ins�tu�ons (52.3%
versus 45.5%; p<0.001). Whereas a half
of the male teachers changed their
profession or ins�tu�on before joining
there present ins�tu�on, it was 37.6%
among the female teachers (p<0.001).
Such a situa�on has occurred more
among the teachers of schools than
those of madrasas (49.8% versus 40.9%;
p<0.001). Ins�tu�on type wise analysis
shows that 64.5% of the teachers of
Government schools, about half of the
teachers of Non-government
schools and School &
Colleges, 42.2% of those of
senior madrasas, and 40% of
those of Dakhil madrasas got
changes in profession or
ins�tu�on (p<0.001). Detail
on this is available in Table 7.2
and Annex 7.3.

As reported by the teachers,
the current job was at least

were more among the male teachers than the female teachers (31.3% versus 26.9%; p<0.001). Over 41%
of the teachers of urban educa�onal ins�tu�ons and 27.7% of those of rural ins�tu�ons also changed
ins�tu�on within teaching profession (p<0.001). This was 32.1% among the teachers of schools and 26.8%
among those of madrasas (p<0.01). Nearly a half of the teachers of Government schools, 38.7% of those



the second teaching job for 30.3% of them. This was the second teaching job for 21.5% of the teachers,
the third teaching job for 6.8% of them, and the fourth or above for 2% of them. Therefore, the current
one was the first teaching job for 69.7% of the teachers. Again, 16.5% of the teachers had at least a job
other than teaching before entering into their current job. Therefore, the current teaching job was the first
job for 53.2% of the teachers. 

Ge�ng the present job

In ge�ng their present job, nearly 90% of the teachers had to sit for both wri�en and oral examina�ons.
However, it was only an oral examina�on for 6% of the teachers, only a wri�en examina�on for 1.3%, and
none for 2.7% of them. Not much varia�on was observed in this with respect to ins�tu�on type or area.
The male teachers were more likely to get their job only based on an oral test compared to the female
teachers. An opposite scenario was observed in the case of ge�ng their job facing both types of test.

A very high propor�on of the teachers (91.2%) reported that they did not have to pay any bribe or speed
money in order to get their present job; however, 8.3% reported oppositely and the remaining were
unwilling to disclose this. Though, no difference was observed between the teachers of schools and
madrasas; propor�onately more rural as well as female teachers had to pay bribe compared to their
respec�ve counterparts (urban and male teachers, respec�vely). Paying bribe for ge�ng a job in
Government schools was much less than others. Separately, 9.5% of the teachers of Dakhil madrasas, 8.8%
of those of Non-government schools, 6.7% of those of senior madrasas, 6% of those of School & Colleges,
and 1.8% of those of Government schools reported to pay bribe for their present job.

C.   Service length in teaching

The teachers’ length of service was calculated considering their job in present and previous educa�onal
ins�tu�ons as teachers. The length of service of the teachers varied from less than one year to 40 years. It
was eight years or less for a quarter of the teachers, 9-16 years for another quarter of them, 17-22 years
for the third quarter of the teachers, and 23-40 years for the fourth quarter of the teachers. Overall, the
mean length of service of the teachers was 16.3 years with a standard devia�on of 9 years. The male
teachers were more experienced than the female teachers with mean 17.3 and 13.2 years, respec�vely
(Annex 7.4). Not much varia�on was observed in mean length of service by area or ins�tu�on type. This
was 15.5 years for the teachers of Government schools and Dakhil madrasas, 16.5 years for those in Non-
government schools, 16.6 years for those of senior madrasas, and 16.9 years for those of School & Colleges
(Annex 7.5). Coefficient of varia�on (CV) was calculated to know the varia�on in length of service of different
subgroups of teachers. The overall CV was 55.2%. Varia�on in length of service was more among females
than males, among rural teachers than their urban counterparts, and among madrasa teachers than school
teachers (Annex 7.4). This was highest among the teachers of senior madrasas (62%) followed by those of
Government schools (60.6%) and Dakhil madrasas (56.1%), respec�vely (Annex 7.5). An equal varia�on in
length of service was observed among the teachers of two other types of school (53.3%). 

The mean length of service was 17.2 years among those who had a teaching job prior to the current one
and 16 years for the remaining teachers. The former group of teachers, on average, worked in their previous
ins�tu�ons for 5.8 years. Therefore, they spent a third of their length of service there. 
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D.   Second occupa�on

All the teachers under study reported that teaching was their principal occupa�on; however, two-thirds of
them also reported to have a second occupa�on (Figure 7.7). The propor�on of respondents having
teaching as the only occupa�on was more among the males than the females (39.7% versus 10%; p<0.001)
(Table 7.3). This may give a sense that the female teachers were ahead of the males in ge�ng a second
occupa�on. This is par�ally true or a grain of salt is mixed with this observa�on. Because 86% of the female
teachers reported that household management was their second occupa�on. This is good in the sense that
female teachers highlighted/uphold household management as an occupa�on. Such an ac�vity does not
have a monetary value and did not give any direct income to those who were involved in it. Only 4% of the
female teachers had a second occupa�on which produced direct income. Propor�onately more teachers
of the rural ins�tu�ons reported to have a second occupa�on than their urban counterparts (68.6% versus
59.9%; p<0.001). Nearly 65% of the school teachers and 71.2% of the madrasa teachers also reported to
have a second occupa�on (p<0.001).
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Agriculture was at the top with
23.3% of the teachers reported it as
their second occupa�on (Figure 7.7).
This was followed by household
management (19.5%) and private
supplementary tutoring (11.3%),
respec�vely. The other second
occupa�ons of the teachers included
small and medium business (4.4%),
aquaculture (2.8%), and others
(5.7%). The two major second
occupa�on of the male teachers
were agriculture and private
supplementary tutoring, but it was
only household management for the
female teachers (Table 7.3). None of
the female teachers reported
agriculture as their second
occupa�on. Agriculture was at the
top of second occupa�on of the rural
teachers followed by household
management, but these were
household management and private
supplementary tutoring for the
urban teachers. Agriculture and
household management were two
major second occupa�on of the
teachers of schools and madrasas;
whereas, the third major second
occupa�on of the school teachers
was private supplementary tutoring,



it was ‘other ac�vi�es’ for the madrasa teachers. However, this study did not collect any informa�on on
the ac�vi�es categorized as others.

Educa�onal ins�tu�on wise varia�on also existed (p<0.001). Whereas, about three-quarters of the teachers
of Dakhil madrasas and two-thirds of those of senior madrasas and Non-government schools had a second
occupa�on, it was 60.7% among those of School & Colleges and 42.2% among those of Government schools
(Table 7.4). Household management was prominent as the second occupa�on among the teachers of each
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type of ins�tu�ons. Each of
agriculture and private
supplementary tutoring was
prominent among the teachers
of four types of ins�tu�ons
except those in the Government
schools. Agriculture was not
prominent among those of
Government schools and
private supplementary tutoring
was not in Dakhil madrasas. The
‘other ac�vi�es’ came out as a
prominent second occupa�on
of the teachers of Dakhil
madrasas.

Mul�variate regression analysis

A mul�variate regression analysis was performed to predict teachers’ having a second occupa�on. The
dependent variable was dichotomously categorized – having a second occupa�on or did not have a second
occupa�on. Fourteen predictor variables were considered in this analysis; all of them were categorically
measured. The variables are ins�tu�on type, gender of teacher, area of ins�tu�on, educa�onal qualifica�on
of teachers, service length, teaching as aim of life, having professional training, having subject based
training, having educa�onal short courses, religion, fathers’ educa�on, mothers’ educa�on, parent as
teacher, and elder sibling as teacher. Two regression models were built – the first one considering household
management as an occupa�on (because the respondents men�oned it as occupa�on), and the second one
not considering it as an occupa�on (because such ac�vi�es did not give direct financial benefit). As the
dependent variable was dichotomously measured a logis�c regression analysis was carried out. A stepwise
approach was considered and therefore only the sta�s�cally significant predictors appeared in the final
models. 

Of the 14 predictor variables considered, five came out as sta�s�cally significant predictors in the final
model for the first analysis (Table 7.5). It was seven for the second analysis – the five of the first analysis
and addi�onal two (Table 7.6). The five common predictors of having a second occupa�on by the teachers
were ins�tu�on type, gender, area of ins�tu�on, religion of teacher, and educa�onal qualifica�on of teacher.
The two addi�onal variables in the second model are fathers’ educa�on and receipt of educa�onal short
courses. No significant contribu�on of the following variables was found: service length, aim of life as
teacher, having professional training, having subject based training, mothers’ educa�on, parent as teacher,
and elder sibling as teacher.



The following are the major observa�ons from the above analysis (Tables 7.5 and 7.6).

� The teachers of the two types of madrasas and the Non-government schools were more likely to
have a second occupa�on than those of the Government schools.  No difference between the
teachers of the Government schools and those of School & Colleges was observed when household
management was considered as occupa�on. The la�er group of teachers were observed to be
more likely to have a second occupa�on than the former group when household management was
not considered as occupa�on.

� Teachers of rural educa�onal ins�tu�ons and Muslims were more likely to have a second
occupa�on than their respec�ve counterparts in both the situa�ons. The same was observed
among those who had a Bachelor's degree or below educa�onal qualifica�ons than those of
Master's degree holders. 

� Teachers who possessed educa�onal short courses were less likely to have a second occupa�on
than those who did not possess it, when household management was not considered as
occupa�on.
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� An opposite rela�onship of
the variable ‘gender’ was
observed in two situa�ons.
When household
management was considered
as occupa�on, the female
teachers were found more
likely to have a second
occupa�on than the male
teachers. On the other hand,
when household
management was not
considered as occupa�on,
the male teachers were
found more likely to have a
second occupa�on than the
female teachers.

The above analyses were also carried
out excluding the teachers of
Government schools, i.e., taking only
the teachers of private educa�onal
ins�tu�ons and adding grant status of
the teachers as a predictor variable.
The other predictor variables
remained the same. The findings of
new analysis are provided in Annexes
7.6 and 7.7. The previous and the new
models are compared in the following
paragraphs.
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Similar to the previous model,
the new model considering
household ac�vi�es as
occupa�on also considered
ins�tu�on type, gender, area of
ins�tu�on, and religion of
teacher as predictor variables
(Table 7.5 and Annex 7.6). The
conclusions from the findings
were also similar in nature.
Educa�onal qualifica�ons of the
teachers did not appear in the
new model; instead, length of
service and grant status of them
appeared. The findings reveal
that the teachers belonging to
above the median of service
length of the teachers were
more likely to have a second
occupa�on than those belonging
to below the median. Again, the
non-grant teachers were more
likely to have a second
occupa�on than those who were
receiving grant from the
government.    

When household ac�vi�es were
considered as occupa�on, as in
the previous model, gender of
teacher, area of ins�tu�on,
religion of teacher and having
educa�onal short courses came
out as significant predictors in
the new model too (Table 7.6
and Annex 7.7). The conclusions
from the findings were also
similar in nature. Three variables
viz., ins�tu�on type, fathers’
educa�on, and teachers’
educa�onal qualifica�ons, did not appear in the new model; instead length of service of the teachers and
their grant status appeared. This new model also shows that the teachers belonging to above the median
of service length were more likely to have a second occupa�on than those belonging to below the median;
and again, the non-grant teachers were more likely to have a second occupa�on than those who were
receiving grant from the government.



E.   Annual income and food security status

Annual income

The teachers reported their yearly income, referring to the past one year of interview, in seven specific
sources. These are salary and benefits from own ins�tu�on, the same from other ins�tu�on, addi�onal
teaching in own ins�tu�on, private supplementary tutoring, agriculture, fisheries and livestock rearing,
and small and medium business. In addi�on, there was a category called ‘others’ to put income from all
other sources together. Of the respondents, 97.3% reported income from salary and benefits from own
ins�tu�on, 0.4% from other ins�tu�on, 18.3% from addi�onal teaching in school, 24.5% from private
tutoring, 28.2% from agriculture, 8.8% from fisheries and livestock rearing, 4.8% from business, and 7.1%
from other sources. Considering the lower intensity, some of these were merged into broad categories.
The first two sources were merged into salary and benefits, the third and the fourth were merged into
private supplementary tutoring, agriculture was kept stand alone, and the remaining were put together
with the �tle ‘others’.

The average yearly income of the secondary teachers in Bangladesh was BDT 273,672, of which 85.5% was
borne from salary and benefits, 5.9% from addi�onal teaching including private supplementary tutoring,
5% from agriculture, and 3.6% from other sources (Annex 7.8). This means that a very high por�on of the
teachers’ yearly income came from salary and benefits. Salary and benefits was the principal source of
income of the teachers irrespec�ve of gender, area of ins�tu�on, and type of ins�tu�on (Annexes 7.8 and
7.9). Though 0.6% of the teachers had no income, it varied from BDT 10,000 to BDT 1,459,656 for rest of
the teachers with a standard devia�on BDT 121,964. The coefficient of varia�on was therefore 44.6%. This
means that standard devia�on of yearly income of the teachers was 44.6% of their average income.

The teachers were divided into their income quin�les and the mean income of each of these groups were
calculated to see the varia�on. The lowest quin�le of the teachers earned BDT 200,000 or less, the second
quin�le from BDT 200,001 to BDT 238,980, the middle quin�le from BDT 238,981 to BDT 287,160, the
fourth quin�le from BDT 287,161 to BDT 344,160, and the highest quin�le earned BDT 344,161 or more.
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The average income of these five groups of
teachers were BDT 128,503, BDT 216,628,
BDT 268,658, BDT 313,490, and BDT 445,958,
respec�vely (Figure 7.8). The annual income
of the highest quin�le of the teachers was
about 3.5 �mes of that of the lowest quin�le.
Coefficient of varia�on (CV) of annual income
of each of the above five groups of teachers
was calculated. Whereas, the standard
devia�on of annual income of the middle
three quin�les of teachers was about 5% of
their mean annual income; it was 48.3% for
the first quin�le and 25.7% for the fi�h
quin�le. 

The average annual income of the male
teachers was higher than that of the female
teachers with a difference of BDT 44,798



teachers. The male teachers earned 6.3 �mes of their female counterparts from the sources beyond salary
and benefits. Varia�on in yearly income of the female teachers was more than that of the male teachers
(48.1% versus 43%).

The teachers of urban educa�onal ins�tu�ons earned BDT 63,240 more than that of the teachers of rural
ins�tu�ons (Table 7.7). They did not only get more salary and benefits from the rural teachers, income
from addi�onal tutoring and other sources were also more for them. However, the rural teachers earned
more from agriculture than the urban teachers. The rural teachers earned 14.6% of their annual income
from beyond salary and benefits, which was 4.5% for the urban teachers. More varia�on was observed in
the yearly income of the urban teachers than their counterparts in rural ins�tu�ons (49.9% versus 40.8%). 

The school teachers’ average annual income was BDT 70,142 more than that of the madrasa teachers (Table
7.7). The former got more income from salary and benefits as well as from addi�onal tutoring (together
1.4 �mes) than the la�er. The average income from agriculture was mostly close for school and madrasa
teachers, but the madrasa teachers earned double of that of school teachers from ‘other’ sources. Income
beyond salary and benefits cons�tuted 13.4% of the total income of the school teachers and 17.3% of that
of the madrasa teachers. Yearly income of the school teachers was more homogeneous compared to that
of the madrasa teachers (41.6% versus 45.6%). 

The teachers of the Government schools were at the top of all other ins�tu�ons not only in terms of total
yearly income, they also topped in terms of income from salary and benefits (Table 7.8). Their salary and
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(Table 7.7). Although, no
gender varia�on was
observed in salary and
benefits of the teachers;
the male teachers
surpassed the female
teachers in income from
addi�onal sources.
Addi�onal income of the
male teachers cons�tuted
17.3% of their total
income, which was 3.2%
of that of the female

benefits was nearly
double of that of those in
School & Colleges and
more than triple of that of
those in Dakhil madrasas.
The highest income from
addi�onal teaching
including private tutoring
was secured by the
teachers of School &
Colleges, which was BDT
1,000 less for the
Government school



teachers. The teachers of Dakhil madrasas earned least from this source. However, they were at the top
with regard to income from agriculture and ‘other’ sources. The salary and benefits secured 87% of the
total income of the teachers of senior madrasas, it was 78.8% for the teachers of Dakhil madrasas, 85.2%
for the teachers of School & Colleges, 86.2% for the teachers of Non-government schools, and 93.5% for
the teachers of Government schools. The teachers of senior madrasas were the most homogeneous group
in terms of total income (CV = 32.5%) and the teachers of Dakhil madrasas were the least (CV = 53.6%).
The CVs of the total income of the teachers of two private schools were close to each other (37.7% for
Non-government schools, 38.2% for School & Colleges) and it was a bit higher for the Government school
teachers (42.2%).

The average yearly income of the teachers of private educa�onal ins�tu�ons who were receiving
government salary subven�on (grant) was 53% of that of the Government school teachers. The teachers
of private educa�onal ins�tu�ons who were not receiving government subven�on (non-grant) were earning
26% of the total income of those who were receiving it (grant teachers). Therefore, the non-grant teachers
were earning half of the total income of the grant teachers. Figure 7.9 provides mean yearly income of
these three groups of teachers. Whereas, the standard devia�on of yearly income of the Government
school teachers and the private ins�tu�ons grant teachers was 42.2% and 33.5%, respec�vely; it was 88%
for the non-grant teachers of private educa�onal ins�tu�ons. This means that the non-grant teachers of
private educa�onal ins�tu�ons were much heterogeneous in their annual income compared to the other
two groups of teachers.
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During in-depth interviews, the
Government school teachers were found
happier than those of private ins�tu�ons
with the salary and benefits they were
ge�ng. Some of them however showed
sympathy to the teachers of private
ins�tu�ons for their vulnerability
regarding the salary structure and other
benefits. For instance, a Botany teacher
of a Government girl’s high school in
Dinajpur said, ‘I am happy with the
benefits that we enjoy being a
government school teacher, but the
teachers of non-government schools are
deprived. Their residence and medical
allowances should be increased.’

The teachers of the private educa�onal ins�tu�ons showed their dissa�sfac�on with salary and benefits
they were ge�ng. While talking on this, each of them were comparing their salary and benefits with that
of the Government school teachers. Some of them however added irregulari�es in payment. To explain
the irregularity in providing salary, an English teacher in Mymensingh said that ‘Teachers do not get their
salary on �me. They would be happy if salary is provided �mely.’ Another assistant teacher of Chemistry
from a School & College in Sylhet, to highlight the inadequate amount of salary opined that he could not
manage most of his daily needs with the salary he was obtaining from his ins�tu�on. Therefore, he was
frustrated. A Mathema�cs teacher of a Dakhil madrasa in Barishal perceived huge discrimina�on between



the salary structure of teaching and other professions, and the same between the madrasa and the general
stream. To express his anxiety regarding the uncertainty of life a�er re�rement he stated,

Compared to the other professions, teaching has much discriminated salary and other benefits. This
raises frustra�ons. How will I survive at my old age and whether I will have enough money to buy
medicine are the big ques�ons in my mind.

Food security status

The teachers were asked to determine their household food security status in a four point scale considering
total income and expenditure of the household members over the past one year period. The points in the
scale were always in deficit, some�mes in deficit, breakeven, and surplus. Overall, 5% of the teachers rated
their households as always in deficit, 20.2% as some�mes in deficit, 34.8% as breakeven, and 40% as surplus
(Table 7.9). A posi�ve rela�onship was observed between yearly income and food security status. For
instance, the average income was BDT 178,429 for those who rated them as always in deficit, BDT 238,582
for those who rated them as some�mes in deficit, BDT 262,668 for those who rated them as breakeven,
and BDT 312,890 for those who rated them as surplus (p<0.001). The average annual income of the teachers
belonging to the surplus households was 1.75 �mes of that of those belonging to always in deficit
households. The teachers belonging to always in deficit households were much heterogeneous than others
in terms of annual income.

As was observed in yearly income, the teachers of the Government schools were at the top in terms of
yearly food security status followed by those of School & Colleges, Non-government schools, senior
madrasas, and Dakhil madrasas, respec�vely (Table 7.10). Sixty-nine percent of the teachers of Government
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schools, 46.2% of those of
School & Colleges, 43.3% of
those of Non-government
schools, 35.8% of those of
senior madrasas and 27.5% of
those of Dakhil madrasas rated
their households as surplus.
Propor�onately more surplus
households was observed
among the males than the
females (63.1% versus 53.3%;
p<0.001), among the teachers
of urban ins�tu�ons and those
in rural ins�tu�ons (47.4%
versus 38.2%; p<0.001), and
among the teachers of schools
than those in madrasas (44.5%
versus 30.9%; p<0.001). More
informa�on on this is available
in Annex 7.10.

Similar to yearly income, a big
difference was observed
between the teachers who



were ge�ng government salary subven�on (grant) and those who were not (non-grant) (Table 7.11).
Whereas, only 3.4% of the grant teachers rated their households as always in deficit, it was 16.3% among
the non-grant teachers. Again, 41.1% of the grant and 27% of the non-grant teachers rated their households
as surplus (p<0.001). The average annual income of the non-grant teachers was 21% less than that of the
teachers belonging to always in deficit households. The grant teachers, on average, earned in between the
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average income of those who rated their
households as breakeven and surplus. The
average annual income of these teachers
was 8.9% more than that of the teachers
ra�ng them as breakeven, but 8.6% less
than those who rated them as surplus.
The Government school teachers, on
average, earned 72% more than average
income of the teachers belonging to
surplus households. 

F.   Job sa�sfac�on
The teachers were asked to provide their
level of sa�sfac�on in a five point scale
regarding present profession, ins�tu�on,
and remunera�on package. The points in
the scale were highly sa�sfied, sa�sfied,
roughly okay, dissa�sfied, and highly
dissa�sfied. 

Overall, mostly a similar pa�ern was
observed in the distribu�on of teachers
by level of sa�sfac�on on two issues, viz.,
profession and ins�tu�on (Table 7.12).
However, the teachers were found more sa�sfied with their profession than with their ins�tu�on. For
instance, whereas 64.3% of the teachers were found ‘highly sa�sfied’ with their profession and 26.6%
‘sa�sfied’ – totalling 90.9%; these figures, in terms of sa�sfac�on with ins�tu�on, were 42.8% and 32%,
respec�vely – totalling 74.8%. Over a fi�h of the teachers expressed their sa�sfac�on level with ins�tu�on
by saying ‘roughly okay’, which was only 8% in the case of profession. On the other hand, it was a bit
different in the case of remunera�on package. Only 8.6% of the teachers were ‘highly sa�sfied’ with the
remunera�on package offered to them and 20.9% were ‘sa�sfied’ – totalling 29.5%. Sa�sfac�on with
remunera�on package was ‘roughly okay’ for a much larger propor�on of the teachers (37.3%). About a
third of the teachers were found dissa�sfied with the remunera�on package offered to them – 22.5%
‘dissa�sfied’ and 10.7% ‘highly dissa�sfied’. The latest three figures with regard to profession and ins�tu�on
were much lower than these.

The teachers, during in-depth interviews, explained a number of reasons behind their sa�sfac�on with
profession. In general, they liked their profession because it is considered a noble, decent and dignified
profession in Bangladeshi culture. They also perceived that a teacher is a respected person – people show
their respect to the teachers even a�er re�rement. An assistant teacher of Quran Majid and Tajveed of a
Dakhil madrasa in Mymensingh said, ‘Teaching is the most dignified profession in the society. Once the



students grow up they will acknowledge my contribu�on to their lives with respect. They will remember
me. That is my pleasure.’ 

As a point of sa�sfac�on another teacher men�oned that their students demonstrated huge respect to
them even they hold very significant posi�ons in the society. To express her joy an assistant teacher of
Bangla of a Government girls’ high school in Dinajpur said:

Teaching is a good profession. The students respect their teachers wherever they meet them. Some
of my students are doctors, some are engineers and some are police officers. I am proud of them!
I feel very good when they leave their seats for me in public buses or in any other places and say, 'I
was your student of that batch'. 

Few teachers expressed gra�fica�on regarding teaching because it created opportuni�es for self-learning
as well as transmit that learning to the society through the students. A Bangla teacher of a Government
school and a Chemistry teacher of a School & College in Sylhet division were talking in this line. One of
them said,

I love this profession. This profession has fulfilled my dream. I can learn con�nuously. Therefore, I
like this profession a lot. My sa�sfac�on comes when I see that I can transfer my knowledge and
understanding to my students and can show them the path of acquiring knowledge.

A good number of teachers had an opinion that teaching as a profession gave them the opportunity to
balance between the family life and profession. Moreover teachers may enjoy freedom. These respondents
valued these more than the financial benefits. Scope of contribu�on for building the na�on was also a
reason of sa�sfac�on for a few number of teachers. 

The teachers can be categorized into three rela�vely large groups considering their level of sa�sfac�on on
the three issues discussed above. Majority of them belong to the first group, who expressed their
sa�sfac�on (‘sa�sfied’ or ‘highly sa�sfied’) with their current profession and ins�tu�on, but not with the
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remunera�on package offered to them.
They were 46.4% of the sampled teachers
(Figure 7.10). The second largest group,
containing 26.3% of the teachers, were at
least ‘sa�sfied’ with each of the three
issues concerned. Another 16% of the
teachers were at least ‘sa�sfied’ only with
their profession, but not with the rest two
issues – they cons�tute the third group. 

Not much varia�on was observed among
the teachers in terms of above
categoriza�on with regard to gender or
area (Annex 7.17). However, the school
teachers were found more sa�sfied than
those of madrasas – 27.7% of the school
and 23.5% of the madrasa teachers were
found sa�sfied with all three issues
concerned (p<0.001). A wide varia�on in



sa�sfac�on, with a sta�s�cally significant margin, was observed by type of ins�tu�on where the teachers
of Government schools were much ahead of the others (Table 7.13). Following are the observa�ons from
the analysis.

About 55% of the teachers of Government schools expressed their sa�sfac�on in all three areas concerned,
which was 30.2% among the teachers of School & Colleges, 27% among those of senior madrasas, 26.3%
among those of Non-government schools, and 21% among those of Dakhil madrasas. The difference of the
top from the second type of ins�tu�on was 24.6 percentage points and from the bo�om was 33.8
percentage points. The above propor�on of the Government school teachers was more than double of
that collec�vely for the teachers of all other ins�tu�ons.

Again, whereas, the majority of the teachers (45-50%) of each of the four types of ins�tu�on (except
Government) fell in the second category men�oned above (sa�sfied with profession and ins�tu�on but
not with remunera�on), only a fi�h of the teachers of the Government schools were in that category. 

Over a fi�h of the teachers of Dakhil madrasas, 12-15% of those of Non-government schools, School &
Colleges and senior madrasas were sa�sfied only with their profession, but not with the other two; this
was only 5.8% among the Government school teachers. 
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Sa�sfac�on level of the teachers’
who were not receiving
government subven�on against
salary and benefits (i.e. non-grant)
was much lower than that of those
who were receiving it (i.e. grant).
For instance, 28.4% of the grant
teachers showed their sa�sfac�on
with all the three areas concerned
against 6.2% of the non-grant
teachers (Annex 7.18). Again,
13.4% of the grant and 35.9% of
the non-grant teachers showed
their sa�sfac�on with profession
only, but not with ins�tu�on or
remunera�on.

Mul�variate regression analysis

Three mul�variate regression models were built predic�ng the teachers’ sa�sfac�on with their profession,
ins�tu�on, and remunera�on. In doing so. The level of sa�sfac�on in each of the areas was categorized
into two. Those who reported to be ‘highly sa�sfied’ or ‘sa�sfied’ were consolidated and considered as
sa�sfied for this analysis; the others (‘roughly okay’, ‘dissa�sfied’ and ‘highly dissa�sfied’) were categorized
as not sa�sfied. This was done to fit the analysis with the principle of logis�c regression analysis.

Total number of predictor variables was 16. These are ins�tu�on type, gender of teacher, area of ins�tu�on,
teachers’ educa�onal qualifica�ons, religion, fathers’ educa�on, mothers’ educa�on, parent as teacher,
elder sibling as teacher, service length, teaching as aim in life, having professional training, having subject



based training, having educa�onal short courses, having a second occupa�on, and income. All of these
were also categorical variables. A stepwise approach was followed and therefore only the sta�s�cally
significant predictors appeared in the three final models. 

Five of the 16 predictor variables did not appear in any of the final regression models as sta�s�cally significant
predictors of sa�sfac�on. These include gender of teacher, fathers’ educa�on, mothers’ educa�on, elder
siblings as teacher, and having professional training. Of the others, teaching as aim in life and having a second
occupa�on came out as sta�s�cally significant predictors in each of the models. Type of ins�tu�on, area of
ins�tu�on, teachers’ educa�onal qualifica�ons and income came out in two models each; and parents as
teacher, religion, length of service, having subject based training and having educa�on short courses came
out in one model each. The predic�ve variables could not explain more than 10% of the varia�ons in the
dependent variables in any of the models. The findings are provided in Tables 7.14 to 7.16. 

Following are the findings in short.

� The teachers who aimed to take teaching as profession were more likely to be sa�sfied with each
of the three issues than those who did not aim to be a teacher. A similar result was observed with
regard to teachers having a second occupa�on. Those who had a second occupa�on were more
likely to be sa�sfied than those who had teaching profession only.

� Teachers of the rural ins�tu�ons were more likely to be sa�sfied with their ins�tu�on and
remunera�on than those in urban ins�tu�ons. No such difference was observed by area of
ins�tu�on with regard to sa�sfac�on with profession. 
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� Master's degree holders were less
likely to be sa�sfied with their
profession and ins�tu�ons than
those who had a Bachelor's
degree or below educa�onal
qualifica�ons. No such case was
observed with regard to
sa�sfac�on with remunera�on.

� Sa�sfac�on level with present
ins�tu�on or remunera�on
package significantly increased
with the increase in income of the
teachers, which was not the case
with profession. However, half of
the teachers who belonged above
median in terms of length of
service were more likely to be
sa�sfied with their profession
than the remaining half belonging
to below the median. 

� The Government school teachers
were more likely to be sa�sfied
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with their ins�tu�on and
remunera�on package than
the teachers of other
ins�tu�ons. The teachers of
the other four types of
ins�tu�ons showed an equal
level of sa�sfac�on in these
two areas. Type of ins�tu�on
was not a factor for
sa�sfac�on with profession. 

� The teachers who had no
other occupa�on than
teaching were less likely to be
sa�sfied with their profession
than those who had a second
occupa�on. The teachers,
who had a teacher-parent,
were less likely to be sa�sfied
with present ins�tu�on than
those who had no such
parents. The Muslim teachers
were more likely to be
sa�sfied with their
remunera�on than the non-
Muslim teachers.  

� Those who received
educa�onal short courses
were more likely to be
sa�sfied with their present
ins�tu�ons than those who
did not receive such training.
On the other hand, those who
received subject based
training were more likely to be
sa�sfied with remunera�on
package than those who had
no such training.

G.   Inten�on to change profession and ins�tu�on
With the above state of sa�sfac�on, 5.2% of the teachers expressed their inten�on to change the current
profession, 32.3% wanted to change ins�tu�on keeping them in the same profession, and 62.5% did not
think of any change (Figure 7.11). Inten�on to change profession was more among males than females
(5.8% versus 3%; p<0.01), but no gender difference was observed in their inten�on to change ins�tu�on



100 Educa�on Watch 2018-19

(males 32.8% and females 30.5%; ns).
Propor�onately more teachers of the
urban educa�onal ins�tu�ons wanted to
change profession than those of rural
areas (7.4% versus 4.7%; p<0.01), but an
opposite scenario was observed in the
case of inten�on to change ins�tu�on
(33.4% versus 27.3%; p<0.01) (Annex
7.19). The madrasa teachers were more
likely to change profession as well as
ins�tu�on than their counterparts in the
schools (6.8% versus 4.3%; p<0.01 and
35.2% versus 30.8%; p<0.01).

Although the teachers of Government
schools were not comparable to others in
terms of sa�sfac�on, they were also at
the top with regard to inten�on of
changing profession. Whereas, 8.2% of
the Government school teachers wished
to change profession, it was 7.8% of those
of Dakhil and 5.5% of those of senior
madrasas, 4.5% of those of School &
Colleges, and 4.2% of those of Non-
government schools (Table 7.17). On the
other hand, the teachers of Dakhil
madrasas were at the top with regard to
inten�on to change ins�tu�on and the
teachers of Government schools were at
the bo�om. No sta�s�cally significant
difference was observed between grant
and non-grant teachers of private
educa�onal ins�tu�ons with regard to
their wish to change ins�tu�on, but
propor�onately more non-grant teachers
wished to change profession than the
grant teachers (9.8% versus 4.4%;
p<0.001).

Whatever the case – teachers’ inten�on
to change ins�tu�on or profession –
significantly increased with the decrease
in the level of sa�sfac�on on profession,
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ins�tu�on or remunera�on package
(Annex 7.20). Among those who were
‘highly sa�sfied’ with their profession,
3.3% of them also wanted to move on.
Again, three in every 10 teachers who
were ‘highly sa�sfied’ with their
ins�tu�on also wanted to change it.
Those who were ‘highly sa�sfied’ with
the remunera�on package, 3.1% of them
wanted to change profession and 18.5%
wanted to change ins�tu�on. It is
surprising to note that of the teachers
who were sa�sfied with all three
phenomena (profession, ins�tu�on and
remunera�on), a fi�h of them intended
to change ins�tu�on and 3.7% wanted to
change profession.

Mul�variate regression analysis

In order to find out the factors predic�ng
teachers’ inten�on to change their
profession or ins�tu�ons – two
regression models were built. As before,
the dependent variables were
dichotomously categorized such as
intended to change and did not intend.
Seventeen predic�ve variables were
brought into this analysis. These are
ins�tu�on type, gender of teacher, area of ins�tu�on, educa�onal qualifica�ons of teachers, service length,
teaching as aim of life, having professional training, having subject based training, having educa�onal short
courses, religion, parent as teacher, elder sibling as teacher, having second occupa�on, income, sa�sfac�on
with profession, sa�sfac�on with ins�tu�on, sa�sfac�on with remunera�on. Here too, a stepwise approach
to logis�c regression analysis was adopted, and therefore only the sta�s�cally significant predictors came
out in the final models.

Of the 17 variables considered in the analysis, seven predicted teachers’ inten�on to change profession
and nine predicted teachers’ inten�on to change occupa�on with only three common variables in both
(Tables 7.18 and 7.19). The common predictors in both the models were ins�tu�on type, area of ins�tu�on
and service length of teachers. Gender, teaching as aim in life, educa�onal qualifica�ons of teachers and
sa�sfac�on with profession added with the above in predic�ng teachers’ inten�on to change profession.
On the other hand, parent as teacher, having professional training, having a second occupa�on, income,
sa�sfac�on with ins�tu�on and sa�sfac�on with remunera�on added with the above in predic�ng teachers’
inten�on to change ins�tu�on. Following are the summary of findings.

� As expected, length of service was the most important predictor of having inten�on to change
profession followed by sa�sfac�on with teaching profession. Similarly, sa�sfac�on with present
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ins�tu�on came out as the most
important predictor of having
inten�on to change ins�tu�on
followed by length of service.
Length of service of the teachers’
had a nega�ve rela�onship with
inten�on to change. Inten�on to
change decreased with the
increase in length of service in
both the cases.

� The teachers who were not
sa�sfied with their profession
were more likely to have an
inten�on to change profession
than those who were sa�sfied
with this. On the other hand,
those who were not sa�sfied
with their ins�tu�on as well as
with remunera�on package were
more likely to have an inten�on
to change ins�tu�on than those
who were sa�sfied with these.

� The madrasa teachers were more
likely to have an inten�on to
change both profession and
ins�tu�on than the school
teachers. The teachers of urban
ins�tu�ons were more likely to
have an inten�on to change
profession than their
counterparts in rural areas.
However, an opposite result was
observed in the case of teachers’
inten�on to change ins�tu�on.

� The male teachers were more likely to have an inten�on to change profession than the female
teachers. Again, those who had an aim to be a teacher in life were less likely to have an inten�on
to change profession than those who did not aim it. On the other hand, the teachers who had a
parent as teacher, had professional training, and had a second occupa�on were more likely to have
an inten�on to change ins�tu�on than those who did not have the above.

It was also observed during in-depth interviews that the younger teachers preferred teaching because of
its flexible nature, which allowed them to take prepara�on for searching new jobs. For instance, a young
Chemistry teacher of a School & College men�oned, ‘being a teacher I can take prepara�on for other jobs
which would not be possible if I belonged to other profession. Teaching Mathema�cs and Science at high
school level will help me to perform well in recruitment tests.’
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It was also observed that most of the
teachers were dissa�sfied with their
poor salary structure, lengthy
promo�onal process and lack of
facili�es compared to the other
professions. Such kind of feeling
triggered their inten�on to search for
new jobs. Therefore, to grow peoples’
interest on teaching and to retain the
exis�ng teachers in profession, some
of them suggested to take necessary
measures. 

The respondents of this study
believed that to a�ract people in
teaching, the recruitment process
should be transparent, should offer
handsome salary and other benefits
and ensure job security. Moreover,
society should value the teachers
properly and parents should
encourage their children to be a
teacher from their childhood. In this
regard, an assistant head teacher of a
non-government school in
Mymensingh stated, ‘Families can
talk about teaching profession to the
children from their early ages. If the
contribu�on of this profession is
properly discussed with the children
they would be interested in teaching
from childhood.’ Another head
teacher of a School & College in
Sylhet perceived that along with
handsome salary and other benefits
if the teachers are provided with
scope to take prepara�on for other
jobs, young people would then be
interested in teaching.  





Chapter 8
Teaching, Workload, and Supervision

Key Findings

All teachers did not teach in each secondary grade. They on average, taught 3.3 subjects. As per class
rou�ne, they were supposed to conduct 23.7 periods per week involving 16 hours 10 minutes. Majority of
the teachers expressed their sa�sfac�on with the class rou�ne. The teachers thought they were overloaded,
therefore proposed to reduce the workload by 21.5%.

Ques�on papers for internal examina�ons were prepared in many different ways. Whereas, 43.7% of the
teachers claimed that they themselves prepared the ques�on papers, 36.8% bought them from Teachers
Union, 14.4% bought from open market, and 10.3% reported to prepare by the other teachers themselves
in the school.

Addi�onal teaching was arranged in two-thirds of the ins�tu�ons, mostly for the students of grades VIII
and X. A half of the teachers of these ins�tu�ons were engaged in it. Such teaching is provided before
school hours (63.9%), a�er school hours (17.8%), on holidays (15.3%), and during school hours (3%).

Over 78% of the teachers reported that their classroom teaching was observed for monitoring purpose.
The ins�tu�on heads were the top supervisors. Providing no feedback to the teachers was a common
prac�ce, wri�en feedback was seldom given. Oral feedbacks were very basic in nature with li�le
consequences for pedagogic performance.
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The issues discussed in this chapter are very much from internal to the educa�onal ins�tu�ons. The
chapter starts with a discussion on workload of teachers as per class rou�nes and their sugges�ons in

this regard. The ques�on of classroom supervision also comes. Prepara�on process of class rou�nes,
distribu�on of subjects and periods among the teachers, and the process of ques�on paper prepara�on
for in-school examina�ons are presented. Addi�onal teaching, outside class rou�ne, where a good sec�on
of teachers par�cipate, was also brought into analysis. 

A.   Teachers’ workload 

Workload of the teachers can be analysed from two angles – first, through calcula�ng the student-teacher
ra�o and second, from the informa�on on number of periods they have to conduct in a week and the �me
spent for this. The educa�onal ins�tu�on survey provided data on number of students and teachers in
each of the ins�tu�ons under study. As men�oned in a previous chapter, the ins�tu�ons had two types of
teachers – permanent and temporary. Detailed analysis of the student-teacher ra�o (number of students
per teacher) is provided in Chapter 4. Two es�mates were produced – considering the permanent teachers
only and considering both types of teachers. The second es�mate may reflect the actual workload of the
teachers. 

The secondary educa�onal ins�tu�ons are open for six days a week. This includes five full working days
from Saturday to Wednesday and a half working day on Thursday. The educa�onal ins�tu�ons, in general,
start at 10am each day, and conclude at 4pm on full working days and at 1pm on Thursdays. There is a
break for 45 minutes on the full working days. Some ins�tu�ons, however, operates in two shi�s.

Except for a very few, all the teachers reported that they have provided classroom teaching regularly.
However, the number of periods they had to conduct varied significantly. Not all the teachers offered
teaching to the students of each of the grades of secondary educa�on. Over 63% of the sampled teachers
taught at grade VI, 71.1% at grade VII, 83.4% at grade VIII, and over 90% at grades IX and X (Annexes 8.1
and 8.2). Although the sampled teachers were recruited to teach the students of secondary grades, a sec�on
of them taught to the students of primary and higher secondary levels as well. Of the total teachers, 16.8%
taught at primary level and 2.9% at higher secondary level (Table 8.1). Secondary level teachers teaching
at primary level was much prominent in both types of madrasas and Government schools. The propor�on
of teachers teaching at primary level was 42.7% in Dakhil madrasas, 40.3% in senior madrasas and 22% in
Government schools. This was 7.7% in School & Colleges and 3.2% in Non-government schools. On the
other hand, 16.3% of the teachers of senior madrasas and 9.5% of those of School & Colleges were teaching
at higher secondary level. No such case was observed in Government and Non-government schools and
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Dakhil madrasas. A similar analysis
by gender and area is provided in
Annex 8.2.

The teachers, on average, taught 3.3
subjects of secondary educa�on with
a range from one to nine. The mean
number of subjects taught was in
between three and four for the
teachers of each type of ins�tu�ons
(Annex 8.3). The same was observed



for male and female teachers and the teachers of rural and urban ins�tu�ons as well. Ins�tu�on type wise,
it was 3.6 for the teachers of Government schools and 3.1 for those of School & Colleges. At the aggregated
level, 10.8% of the teachers taught one subject, 20.3% taught two subjects, 25.8% taught three, 22.5%
taught four, 12.4% taught five, and 8.2% taught six or more subjects (Figure 8.1). Propor�on of teachers
offering six or more subjects was highest in Government schools (13.8%) and lowest in School & Colleges
(4.8%) (Annex 8.4). This was 16.8% among the teachers of urban ins�tu�ons and 6.1% among those of
rural ins�tu�ons, and 12.1% among the female teachers and 6.9% among the male teachers (Annex 8.5). 
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The teachers, on average, were
supposed to conduct 23.7 periods per
week as per class rou�ne with a
standard devia�on of 6.6 periods. As the
teachers reported, they, on average,
conducted 23 periods during the week
previous to interview. Therefore, the
teachers were able to conduct 97.5% of
the periods in the rou�ne. No difference
was observed in the devia�on between
the number of periods in the rou�ne
and actual conduct of periods with
regard to gender, area or ins�tu�on
type.

According to the class rou�ne, a fi�h of
the teachers were supposed to conduct 3-
18 periods per week, the second quin�le
of them were supposed to conduct 19-22
periods, the third quin�le 23-25 periods,
the fourth quin�le 26-28 periods, and the
fi�h quin�le 29 or more periods (Table
8.2). The mean number of period per
teacher also increased sharply with the
increase of quin�le posi�on – 14.4 periods
for those who belonged to the first
quin�le to 32.5 periods for those who
belonged to the fi�h quin�le. The
coefficient of varia�on was much higher
for the first quin�le of teachers followed
by those belonging to the fi�h quin�le. It was much lower among the teachers belonging to the three middle
quin�les. Three-fi�hs of the teachers were supposed to conduct 19–28 periods per week as per rou�ne.

Table 8.3 provides some sta�s�cs on workload of teachers in terms of number of periods they have
conducted per week and hours involved in it. The mean number of periods per teacher had no varia�on by
gender and area of ins�tu�on. However, the madrasa teachers had to conduct more periods than the school
teachers (25.8 versus 22.6; p<0.001). Ins�tu�on type wise varia�on existed with a sta�s�cally significant
margin (p<0.001). Whereas, the Dakhil madrasa teachers were scheduled to conduct 26.3 periods per week,
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it was 21 for Government school
teachers. The figure was 25.2 for
senior madrasa teachers, 22.7 for
Non-government school teachers, and
22.2 for School & College teachers.
The heads of the ins�tu�ons were
scheduled to conduct 11.7 periods per
week, the Assistant heads 19.5
periods, and the Assistant teachers
24.7 periods (p<0.001). Of them, the
heads were not able to conduct 11.7%
of their scheduled periods, which was
about 2.3% among the other teachers.
The grant teachers (those receiving
salary subven�on from government)
of the private educa�onal ins�tu�ons
were conduc�ng two periods less than
the non-grant teachers (23.5 versus
25.5).

As reported by the teachers, they
were scheduled to spend 16 hours 10
minutes per week in the classrooms
with no difference by gender and area
(Table 8.3). However, the madrasa
teachers were scheduled to spend 30
minutes more than those of the
schools (16 hours 30 minutes and 16
hours). This was higher in the Dakhil madrasas (16 hours 40 minutes) than the senior madrasas (16 hours
15 minutes), but equal in two types of private schools – Non-government and School & College (16 hours
each). The teachers of Government schools were scheduled to spend the least amount of �me in the
classrooms than those in all other types (15 hours 15 minutes). The heads of the ins�tu�ons were scheduled
to spend less than half of the �me of the assistant teachers in classroom teaching – 8 hours 10 minutes
versus 16 hours 50 minutes. It was 13 hours 30 minutes for the assistant heads. A difference of 40 minutes
was observed between the grant and non-grant teachers, where the la�er had to stay more �me in
classrooms.

The reasons of not conduc�ng the classes included leave for personal/family affairs (44.6%), busy in school
with other ac�vi�es (24.9%), illness (11%), engagement in official ac�vi�es outside school (10.1%), a�ending
training (4.5%), students’ leaving school early (2.3%), and early closure of school (2.1%). Although the
teachers were not able to conduct 2.5% of their scheduled periods, they had to conduct 2.3% of the
scheduled periods of other teachers.

The teachers were asked to state the number of periods per week they would prefer to conduct ensuring
a minimum standard of quality teaching. They, on average, preferred 18.6 periods per week with a standard
devia�on of 5.7 peiods (Table 8.4). This is 21.5% less than their present workload. A moderate level of
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posi�ve correla�on was observed
between the number of periods in
present rou�ne and the number of
preferred periods (ρ = 0.68;
p<0.001). The mean number of
periods the teachers preferred to
conduct was close between males
and females, and between rural and
urban teachers. The madrasa
teachers preferred two more
periods than their counterparts in
schools (19.9 versus 17.9). No
difference was observed between
the two types of madrasas (19.9
each), and between Non-
government schools and School &
Colleges (18 and 18.1, respec�vely).
The Government school teachers
preferred the least-only 16.8 periods
per week. The heads of the
ins�tu�ons thought that it would
have been be�er if they had to
conduct 8.7 periods per week, the
assistant heads thought of 15.4
periods, and the assistant teachers
19.4 periods. These were
respec�vely 25.6, 21 and 21.5% less
than their present workload. Both
grant and non-grant teachers proposed to reduce an equal propor�on of their workload (21-22%), but the
difference between their sugges�ons s�ll exist (18.5 and 19.7 periods, respec�vely).

It is to be noted that teaching was not the only task that teachers are expected to accomplish in their
educa�onal ins�tu�ons. During in-depth interviews, the teachers reported that they had to accomplish
many other academic and administra�ve works besides conduc�ng lessons which ul�mately added
addi�onal workload on their shoulders. Two teachers of a School & College listed a number of ac�vi�es
that they were doing in addi�on to classroom teaching which were ques�on papers prepara�on,
assessment of answer scripts, result sheet prepara�on, communica�on with parents, etc. Some of the
teachers also talked about a�er-hour ‘deten�on classes’. Some of the teachers, par�cularly the heads of
their ins�tu�ons and their assistants, men�oned about mee�ngs on administra�ve issues in the ins�tu�ons
and relevant government offices. 

B.   Supervision of teaching
Supervision of classroom ac�vi�es, at the �me of teaching, by an authority and providing feedback are
important in order for improving quality of educa�on. Although no a�empt was made to understand the
quality of supervision, an a�empt was made to know whether such thing existed. Overall, 78.2% of the
teachers claimed that their classroom teaching was observed (for monitoring) at least once during the past



three months of interview (Figure 8.2). Although no difference was observed in terms of gender of teacher
or area of ins�tu�on, the school teachers claimed more supervision compared to their counterparts in the
madrasas (80.1% versus 74.4%; p<0.001). The propor�on of teachers claimed to have been observed was
highest in School & Colleges (83.7%) and lowest in Dakhil madrasas (72.7%) (Figure 8.3). Among others,
this was 77% in Government schools, 79.8% in Non-government schools, and 77.2% in senior madrasas.  
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The teachers also men�oned the
posi�ons of the persons who
observed/monitored their classroom
teaching. The teachers provided
mul�ple responses as it was a case of
three months. The heads of the
ins�tu�ons were at the top as
observers of classroom teaching.
They, on average, observed
classroom teaching of 57.4% of the
teachers. The Upazila Educa�on
Officers and the Upazila Academic
Supervisors were at the second and
the third posi�ons in doing so. The
propor�on of teachers observed by
them were 13.9 and 11.1%,
respec�vely. The assistant heads of
the ins�tu�ons observed 8.5% of the
teachers’ classrooms, the Zila
Educa�on Officers observed 6.8%,
and the chairperson and the
members of school managing
commi�ees observed 6.7% of the
teachers’ classroom ac�vi�es. 

No surprise that the heads of the
ins�tu�ons and their assistants are
the key in this process because they
are closest to the teachers. They are
also responsible for maintaining an
acceptable level of teaching quality in the ins�tu�ons. Overall, the heads of the ins�tu�ons or their
assistants were ac�ve in observing classroom teaching of 65.9% of the teachers (Annex 8.6). Such a case
was found for 73.1% of female and 63.7% of male teachers (p<0.001), and 78.5% of the teachers of urban
and 62.8% of those of rural educa�onal ins�tu�ons (p<0.001). Broadly, no sta�s�cally significant difference
was observed between the schools and madrasas. The heads of the ins�tu�ons or their assistants were
ac�ve in observing classroom teaching of 79.5% of the teachers in Government schools, 75.4% of those in
School & Colleges, and 72.5% of those in senior madrasas (Annex 8.7). Such a situa�on was observed in
65% of the teachers in Non-government schools and 59% of those in Dakhil madrasas. Figure 8.4 provides
propor�on of teachers who were observed at their classrooms by their heads of ins�tu�ons by ins�tu�on
type.
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The classroom observers provided
their feedback orally to about 70% of
the observed teachers and there was
no feedback to a quarter of the cases.
The observers provided wri�en or
both (oral and wri�en) type of
feedback to 5.3% of the observed
teachers. Classroom observa�on
without any feedback are seldom
helpful to the teachers. Overall,
41.6% of the teachers in the sample
did not get any observa�on or got an
observa�on without any feedback
(Figure 8.5). Such a situa�on has
occurred for 48.3% of the female and
39.6% of the male teachers
(p<0.001). Although no sta�s�cally
significant difference was observed
between rural and urban teachers,
the madrasa teachers were more
likely to not to be benefi�ed from
classroom observa�on system than
the school teachers (44% versus
40.4%; p<0.05). The Government
schools were at the top with a closer
second posi�on of the Dakhil
madrasas in not providing
observa�on or feedback on
observa�on to the teachers ac�vi�es
in the classrooms (46.2% and 45.3%,
respec�vely) (Figure 8.6). Such a
situa�on was observed for 42% of the
teachers of senior madrasas and
40.7% of those of Non-government
schools. This was 35.8% for the
teachers of School & Colleges.
Classroom observa�on by the Upazila
Educa�on Officers was highest in the
School & Colleges and they were
more likely to provide wri�en
feedback on observa�on. Therefore,
the teachers of the School & Colleges
got more wri�en feedback compared to the teachers of other types of ins�tu�ons. Detail of this is provided
in Annexes 8.8 and 8.9.

.0

.0



The silent role of heads of the ins�tu�ons in their direct and indirect observa�on came out from the in-
depth interviews with a good number of teachers. Some of them suggested for more supervision from
their immediate supervisors. An assistant teachers of a Government school said, ‘My head teacher observed
my classroom teaching twice in the week I joined in service, but he did not tell me anything verbally or in
wri�ng. I did not see him in my class anymore.’ Following statement from another assistant teacher in
Mymensingh shows how the heads of the ins�tu�ons silently supervise their staff:

Our Head teacher does not enter into the classrooms, he walks through the corridors every day
several �mes. I am sure he keeps his eyes and ears open on what is happening inside the classrooms.
He talks on various issues including teaching techniques when we don’t have classes. 

The heads of the ins�tu�ons also spoke on this issue. According to them, they remain busy with
administra�ve ma�ers for a good amount of �me, and therefore are not able to provide classroom
observa�on on a regular basis. However, they claims that they try to do it when they have �me. Following
is a statement from the super of a Dakhil madrasa in Barisal:

I observe classroom teaching of my colleagues on a regular basis. I don’t talk with them
in the classrooms. If I have something to say, I tell them a�erwards when they are free. 

The assistant teachers were asked to tell the nature of feedback they received from their heads of
ins�tu�ons. Following are some of those.

� To be more a�en�ve in noise management

� To use teaching aids specifically for the Science subjects

� To engage students in discussion

� To be more caring to the students

� To write basic informa�on such as date, day, number of students present etc. on a corner of
blackboard

� To write clearly with big fonts on the blackboard

� To complete classes on �me

The above feedback seems to be very basic and the teachers must know these a prior. The teachers felt
the need for supervision from the local government officials for educa�on, who include UEO, USEO and
DEO. The head of a Non-government girls’ high school in Rajshahi expressed his views in the following way:

The educa�on officers at upazila and district levels should visit schools regularly. They should also
enter into the classrooms. They should see if the classes are held �mely and the mul�media are
used. Unfortunately they are reluctant in visi�ng schools. They come to visit occasionally when they
pass by the schools. Their visits should be pre-planned and on a regular basis. 

C.   Class rou�ne and ques�on paper prepara�on

Prepara�on of class rou�ne

As part of curriculum instruc�on, there is a prescrip�on from the Na�onal Curriculum and Textbook Board
(NCTB) as well as from the Directorate of Secondary and Higher Educa�on (DSHE) about class rou�ne. This
is not mandatory to follow. The educa�onal ins�tu�ons have the freedom to customise it considering the
number of teachers and student groups (based on grades and sec�ons). In general, the head of the
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ins�tu�on give responsibility to a team of teachers to prepare class rou�ne for each of the grades and
distribute the periods among the teachers. Though the senior teachers are the members of this commi�ee,
representa�on of both gender, junior teachers and teachers of various streams is included. This is done
before the start of each academic year preferably in December. A head teacher of a Government school
made the following statement while he was asked to say about prepara�on of class rou�ne in his school.
Teachers of other ins�tu�ons also spoke mostly in the same direc�on.

We formed a commi�ee with senior teachers, subject teachers and female teachers to prepare
class rou�ne. I am simply a member there. We tried to follow the standard rules. For instance, NCTB
instructed not to engage a teacher for more than four periods per day. Most of the cases we have
maintained this, but because of scarcity of teachers it could not be done for all the teachers. We
also tried to distribute subjects according to the educa�onal background and training of the
teachers. Subjects like Mathema�cs, English and Science are kept for the morning because we
believe that these subjects require more a�en�on and the students remain more a�en�ve at this
�me of day. 

The madrasa teachers had a different prac�ce. Firstly, as they claimed, all the teachers par�cipated in
rou�ne prepara�on. Secondly, they collected rou�nes from nearby three madrasas and analyzed those.
Based on the ideas they get, they prepared their own rou�ne. These prac�ces show that madrasa teachers
prepared rou�ne in a more democra�c way and they had a tendency to maintain coherence in academic
culture with the other madrasas of their kind. 

Overall, 57.3% of the teachers reported that they were directly engaged in preparing class rou�ne and
distribu�on of subjects among the teachers, 29% reported that they were not engaged with the process
but were consulted before finaliza�on, and 13.7% reported no involvement at all (Figure 8.7). The male
teachers were more likely to be involved with the process than their counterpart females (Annex 8.10).
Similarly, involvement of the teachers of rural educa�onal ins�tu�ons was much more than those in urban
ins�tu�ons. No such varia�on was observed between the teachers of the schools and the madrasas.
Educa�onal ins�tu�on type wise varia�on existed in this (Annex 8.11). The Dakhil madrasas were at the
top in involving their teachers with this process followed by the Non-government schools. The School &
Colleges and the senior madrasas jointly secured the third posi�on. The Government schools were at the
bo�om of these five types of ins�tu�ons in involving teachers with the process of class rou�ne prepara�on
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and distribu�on of periods among the
teachers.

The teachers were asked on how much of the
exis�ng class rou�ne they liked. Majority of
the teachers reported that they fully liked it
(54.8%), 27% reported that they liked major
por�on of the class rou�ne, 14.3% liked
halfway, 2.4% liked less than half, and 1.5%
did not like it (Figure 8.8). The propor�on of
teachers liked less than half of the class
rou�ne or did not like at all was mostly equal
in each type of educa�onal ins�tu�ons
(Annexes 8.12 and 8.13). A posi�ve
rela�onship between teachers’ involvement



with prepara�on of class rou�ne and liking it was observed (p<0.001). For instance, 65.2% of the teachers
who were engaged in prepara�on of class rou�ne fully liked it, which was 52.3% among those who were
not engaged in its prepara�on but were consulted before finaliza�on, and 16.1% among those who were
not engaged in prepara�on or consulted (Table 8.5). Again, propor�on of teachers involved in preparing
class rou�ne was highest in the Dakhil madrasas, the propor�on of teachers fully liked their class rou�ne
was also highest there. Similarly, both the propor�ons were the lowest in Government schools. The situa�on
of other types of ins�tu�ons was in between. 
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Annex 8.12 shows that
propor�onately more males than
females fully liked the class rou�ne
(56.8% versus 47.8%; p<0.001). This
was 59.9% among the teachers of
madrasas and 52.1% among their
counterparts in the schools
(p<0.001). More teachers of rural
educa�onal ins�tu�ons fully liked
their class rou�nes than those in
urban educa�onal ins�tu�ons (58.8%
versus 38.1%; p<0.001).   

A major reason for disliking class
rou�ne was related to being asked to
teach those subjects which they did
not like to do or they did not even
study during their student life. Some
of those, however, considered it as
fait accompli and therefore tried
their best to accommodate. A sec�on
of the teachers who were rela�vely
young expressed their angeras well.
Box 8.1 presents some of the
statements, which the teachers
made as background to show their
disliking on class rou�ne.  

Not only for anomaly in subject
distribu�on, but not being involved
with the rou�ne prepara�on process was another reason for dissa�sfac�on for a sec�on of teachers.
Showing his unhappiness with the process, an assistant teacher of Biology from a School & College in
Barishal said, ‘it would have been be�er, if the head teacher had a prior discussion with me or involve some
of the senior teachers with the process.  Unfortunately, our head teacher prepared the class rou�ne himself.’
A female teacher of the same ins�tu�on added, ‘I have some health related complica�ons. A�er conduc�ng
two periods I need some rest, but there is no gap. I wanted a gap prior to the third period, but I did not
get.’



The head teachers o�en saw disliking of class rou�ne by some of the teachers as ‘obvious’. Regarding this,
one of them said,‘ complain and dissa�sfac�on of the teachers are unavoidable because of scope of private
tutoring.’ Explaining the ma�er further, he said, ‘if a maths teacher is assigned to teach the students of
grade VIII or X, due to public examina�on at these stages, his/her demand among the students and their
families would increase automa�cally.’ He also said, ‘if the Mathema�cs teacher is asked to teach the
students of grade VI or VII, s/he would naturally complain about the rou�ne.’ With this regard, the other
head teacher reported that he chose those teachers to teach the students of grades VIII and X who are
capable. He also claimed that he considers students opinion in selec�ng teachers specifically at this two
grades.

An interes�ng strategy was adopted in a senior madrasa in Dinajpur in distribu�ng subjects when there
was more than one candidate to offer a specific subject like Mathema�cs. The super of the madrasa
explained this process in the following manner.

We first consider the educa�onal qualifica�ons of the teachers in assigning subjects. If any teacher
is expert in a second subject we consider that as well. If more than one teacher want to offer a
par�cular subject we distribute the periods between them. The rela�vely harder part of the contents
is assigned to the senior teacher and the rest to the other. If any teacher is on leave, we distribute
the teacher’s periods among the exis�ng teachers a�er a mutual discussion. 

Ques�on paper prepara�on

The next issue of analysis is the ways ques�on papers are prepared for the examina�ons held at educa�onal
ins�tu�on level. The teachers were asked to men�on how the ques�on papers for the recently held half
yearly examina�ons were prepared (in 2018). They provided mul�ple responses. Four of them were
prominent. The teachers themselves prepared the ques�on papers was at the top followed by the ques�on
papers were bought from Teacher Associa�on. Overall, 43.7% of the teachers claimed that they prepared
the ques�on papers themselves and 36.8% reported that they bought those from local office of Teacher
Associa�on (Table 8.6). Another 14.4% reported that they bought ques�on papers from open market and
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Box 8.1
Some examples showing why the teachers dislike class rou�ne

Maths is my subject, but I was asked to teach Bangladesh & Global Studies in grades VI and VII. A
Chemistry teacher is assigned to teach Mathema�cs in those grades.

– An assistant teacher from a Government school in Sylhet

Bangla and Civics are okay with me because I have studied these. I have also been assigned to teach
Agricultural Educa�on. How do I do it? I don’t like it at all, I don’t enjoy it.                                

– An assistant teacher from a Government school in Sylhet

I am a teacher of Agricultural Educa�on, but I have been teaching Science.
– An assistant teacher from a Non-government school in Rajshahi

I teach Religion. In addi�on, I have to offer English second part in grades IX and X. It is hard for me to
accommodate, but I enjoy.

– An assistant teacher from a Non-government school in Rajshahi

I am a Bangla teacher, but I have to teach Science too because of shortage of teachers. It is reality.
– An assistant teacher from a Non-government school in Dinajpur



10.3% reported that they prepared a sec�on of the ques�on papers and the rest by the other teachers in
the school. The other teachers fully prepared ques�on papers for 1.5% of the teachers. About 2% of the
teachers reported that they bought those from other schools. While asked, the head of a Non-government
school in Narshingdi said,‘ our teachers prepare ques�on papers most of the �me, but we some�mes collect
those from outside. Our teachers do it for subjects like Mathema�cs, Physics and Chemistry. English
ques�ons are usually collected from outside.’ Jus�fying the ma�er he also added, ‘There are some expert
teachers on various subjects in the local Teacher Associa�on. We share our exam syllabus with the
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associa�on leaders and
accordingly collect ques�ons
from the associa�on.’

The above responses can be
divided in two categories, viz.,
the ques�on papers prepared
in school by teachers and those
that were bought from outside.
Clearly the first op�on is be�er
as it engages the subject
teachers in the process and
helps to maintain examina�on
standard aligned with school
standard. No gender difference
was observed among the teachers in line with the above category. The school teachers were more likely to
prepare ques�on papers and the madrasa teachers had a tendency to buy those from others. Again, the
teachers of rural educa�onal ins�tu�ons were more likely to buy ques�on papers and the teachers of urban
ins�tu�ons were more likely to prepare those by themselves. A sharp difference was observed between
the public and the private schools. Whereas, the Government school teachers were likely to prepare
ques�on papers of their own, the teachers of other two types of schools had a tendency to buy those from
outside. See Annex 8.14 for detail informa�on.

D.   Addi�onal teaching in schools 

The heads of two-thirds of the
educa�onal ins�tu�ons under study
reported that they organize
addi�onal teaching in the ins�tu�on
premises for the be�erment of
students. These are held outside the
regular class rou�ne and class-hour.
This arrangement was observed
mostly for the students of grades VIII
and X, which are o�en called ‘special
classes’. Nearly 65% of the
ins�tu�ons had such arrangements
for the students of grade VIII and 58%
of the ins�tu�ons had this for the



students of grade X (Table 8.7). The reason was simple and very much demand oriented. The students of
these two grades appear in countrywide public examina�ons (Junior School Cer�ficate or Junior Dakhil
Cer�ficate and Secondary School Cer�ficate or Dakhil Cer�ficate). The educa�onal ins�tu�ons arranged
addi�onal teaching with an inten�on to earn be�er results for the ins�tu�ons in those examina�ons.
However, a few ins�tu�ons offer such educa�on for the students of other grades too. About 70% of Non-
government schools and School & Colleges, 60% of Dakhil and senior madrasas, and 35.7% of the
Government schools have arranged addi�onal teaching for the students.

Ques�ons were asked to teachers regarding the need of addi�onal classes when the rou�ne classes were
regularly held. They jus�fied such arrangement by saying that the students, par�cularly the weaker ones,
needed it. Following explana�ons were given by two of the interviewed teachers.   

There is a provision of organising special classes in our madrasa, but we don’t do it regularly. These
must be based on the students demand. If they don’t want we don’t go for any extra classes other
than the rou�ne classes. The weaker students par�cipate in these special classes. I strongly believe,
if the students pay full a�en�on to the rou�ne classes there would not need any special class. 

– An assistant teacher of a Dakhil madrasa in Mymensingh

If any teacher feels that s/he would not be able to complete the syllabus on �me, they can start
teaching thirty minutes prior to the regular class �me. For example, before SSC examina�on the
Mathema�cs teacher started taking class thirty minutes earlier than the scheduled. It was very
useful for the students. The weak students felt a pressure and they studied more. This approach
helped to complete the syllabus �mely as well as to gain good results in the public examina�on.
This is not any special class, but an extension of the regular class. 

– Head of a Non-government school in Rajshahi

A sec�on of the teachers argued in favour of special classes referring to two issues. They tried to say that
long vaca�ons and the natural calami�es o�en hinder comple�ng the syllabus �mely. They claimed that
‘as a result the students remain weak in those contents.’ Their ins�tu�ons arranged special classes to help
the students to cover the contents in the syllabus. 

The teachers were asked to differen�ate between the regular and the addi�onal classes. Some of them
did not no�ce much difference between the two because of engagement of the same teachers in both.
However, a sec�on of them saw it as an opportunity for the students for revision as these are arranged, in
most cases, before the examina�ons. The others differen�ated by saying, ‘all students par�cipate in regular
classes, but the weaker students par�cipate in addi�onal classes.’ Following is a statement from a Chemistry
teacher of a Government school in Sylhet.

I don't see any men�onable difference between the rou�ne classes and the special classes.
Moreover, I use mul�media and digital contents in the regular class, but do not do that for the
special classes. I only verbally explain the contents. However, it is very true that through listening
the topic repeatedly the learners can understand these be�er. 

Raising an issue related to pedagogical aspect of educa�on, a Mathema�cs teacher said, ‘a small number
of students par�cipate in special classes; therefore, the teachers can provide more a�en�on to each of
them individually, and can use the extended �me as per need.’ Financial aspect of special classes is also
men�oned by some teachers, as is from a head teacher:

Quality of teaching is be�er in special classes because the teachers’ pay more a�en�on there as
they are financially benefi�ed. Both the students and their parents perceive such classes as
important. That’s why they are willing to pay. Students also ac�vely solve their problems with the
help of the teacher in these classes. 
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Overall, half of the teachers of the
educa�onal ins�tu�ons, where
addi�onal teaching was arranged,
were engaged in this. They were a
third of all teachers under study.
Following analysis will be carried out
among the teachers of the
ins�tu�ons in which addi�onal
teaching was offered.
Propor�onately more male than
female teachers were engaged in
addi�onal teaching (53.2% versus
40.3%; p<0.001) (Figure 8.9). Again,
the urban educa�onal ins�tu�ons
engaged propor�onately more
teachers to teach in these ini�a�ves
than those in rural ins�tu�ons (56%
versus 48.6%; p<0.01). An equal
propor�on of the teachers of schools
and madrasas were engaged in
these. Engagement of the teachers
with the addi�onal teaching was
much spread in the Government
schools and the School & Colleges –
around three-fi�hs of the teachers of
these ins�tu�ons were involved in it
(Figure 8.10). About half of the
teachers of Non-government schools
and Dakhil madrasas were found in
this role. This was observed among 44.2% of the teachers of senior madrasas. 

Two-fi�hs of the heads of the ins�tu�ons, 56.7% of those of the assistant heads, and half of the assistant
teachers were involved in addi�onal teaching (p<0.05). The non-grant teachers were more likely to be
engaged in this than the grant teachers (56.7% versus 49%; p<0.05).     

Timing of addi�onal teaching was the choice of respec�ve teachers. However, in majority of the cases, the
addi�onal teaching was held before the start of official school hours irrespec�ve of ins�tu�on type and
area. Nearly 64% of the cases, the addi�onal teaching was offered before the start of school hours; in 17.8%
of the cases, it was offered a�er school hours, 15.3% on holidays (weekends and/or long holidays), and
about 3% during official school hours (Table 8.8). The male teachers were more likely to offer addi�onal
teaching before the start of official school hours than the female teachers (65.4% versus 56.6%; p<0.01)).
Such a rela�onship was observed when data were analysed by area – the teachers of urban educa�onal
ins�tu�ons had a tendency to offer addi�onal teaching before the start of official school hours over their
counterparts in rural areas (68.4% versus 50.1%; p<0.001). This figure was 64.7% for the teachers of schools
and 62% for those of madrasas. The teachers of urban educa�onal ins�tu�ons were more likely to offer
addi�onal teaching a�er school hours than those in rural areas (37.9% versus 11.3%). Rural teachers
preferred holidays than their urban counterparts (17.1% versus 10.1%). 



Tendency to offer addi�onal teaching during school hours was more among the madrasa teachers than
those in the schools (5.6% versus 1.7%; p<0.001). This was 2.7% among the males and 3.9% among the
females, and 3.2% of rural and 1.9% of urban teachers (Table 8.8). Over 6% of such cases in Dakhil madrasas,
4.8% in senior madrasas, 4.3% in Government schools, 3% in School & Colleges, and 1.5% in Non-
government schools also held during official school hours (p<0.05) (Table 8.9).
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The teachers, on average,
spent five hours per week in
providing addi�onal teaching
in the ins�tu�on premises.
Whereas, the male teachers
were engaged for 5 hours 10
minutes, it was one hour less
for the female teachers.
Teachers of the rural
educa�onal ins�tu�ons
engaged for 5 hours 15
minutes per week and their
counterparts in urban areas
spent 4 hours. Dura�on of
addi�onal teaching per
teacher was highest in the
Dakhil madrasas (5 hours 15
minutes) which was followed
jointly by Non-government
schools and senior madrasas
(5 hours each). This was 4
hours 40 minutes for the
teachers of School & Colleges,
and 4 hours for those of
Government schools.

A reverse rela�onship was observed between teachers spending �me in rou�ne and addi�onal teaching
with regard to their designa�on. Though the heads of the ins�tu�ons were found in regular teaching with
only 8 hours per week, they were at the top in offering 6 hours of addi�onal teaching in their ins�tu�ons.
This was 5 hours 20 minutes for the assistant heads and 4 hours 50 minutes for the assistant teachers. A
similar rela�onship was observed with regard to government subven�on to the teachers. Whereas the
non-grant teachers were likely to spend 40 more minutes in the rou�ne classes than the grant teachers,
they were likely to spend one hour less than the grant teachers in addi�onal teaching. 



Chapter 9
Teaching-Learning in Classroom

Key Findings

One-way lecture was the main method of teaching in classrooms, irrespec�ve of subject and topic; and
without engaging students. Class captains were engaged for disciplinary ma�ers only.

Teachers started talking on the day’s topic without linking it with previous lessons or any introductory note.
No mo�va�onal or inspira�onal words were used while delivering lessons on na�onal heritage or important
personali�es. 

Classroom teaching was centred into iden�fying answers to set of ques�ons probable to appear in
examina�on. Homework just followed it. Teachers were seen to be happy with memoriza�on capability of
the students. 

Teaching aids were hardly used. Teachers asked ques�ons mostly belonging to the ‘remembering’
subdomain of Bloom’s Taxonomy, to the students in order for assessing them. Students hardly asked
ques�ons.
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Ateacher’s main task is to teach and the classroom is the main place to make this happen. Classroom is
thus the main focus of any educa�onal ins�tu�on. This chapter presents a snapshot of classroom

teaching-learning provisions in 10 secondary educa�onal ins�tu�ons of five types. The issues presented
here are infrastructure, teacher a�endance, method of teaching, students’ engagement in classroom
ac�vi�es, use of teaching aids, ques�oning, feedback system, and provision of homework.

Infrastructure
Good infrastructure as well as a proper classroom se�ng with minimum facili�es are essen�al to create
an enabling environment for teaching. The 10 educa�onal ins�tu�ons of five types, which were selected
for observa�on of classroom teaching, widely varied in terms of infrastructure and facili�es. The
Government schools had the best infrastructure including clean surface, sufficient airflow and light, big
classrooms with adequate sea�ng arrangement, electricity facility, and provision for using digital technology,
and so on. The other types of ins�tu�ons, unfortunately, had much limited facili�es. Madrasas and the
School & Colleges were the worst sufferers with this regard. The madrasas were not sufficiently clean. Dusts
were seen here and there throughout the premises. Lack of electricity facility was also a reality. The
madrasas had no classrooms with facili�es like mul�media, projector or any other ICT devises. As the fences
of the classrooms were made of �n-coated iron sheets, the classrooms becomesunbearably hot during
summer, which hindered classroom teaching-learning process. One School & College was operated in a
rented house and the building structure of the other was very old. Classrooms of the la�er ins�tu�on were
risky as the roof of the classroom was broken and the iron rods inside the roof were visible. The students
felt insecure. Moreover, the teachers had very limited space to move around in the classroom. None of the
classrooms in any of the schools and madrasas were disability-friendly. 

Dura�on of period and teachers’ a�endance
According to the class rou�ne, dura�on of most of the periods was forty minutes; however, a few were
more and some were less. The teachers were o�en late in a�ending the classrooms irrespec�ve of
ins�tu�on type. They, on average, were late by six minutes; ranging from one to twenty-eight minutes. For
Instance, the teacher of Bangladesh & Global Studies in a School & College was late by twenty minutes and
in a Government high school the Bangla teacher entered into his classroom a�er twenty-eight minutes of
the scheduled �me. It is worth men�oning that the madrasa teachers were rela�vely more punctual. Delay
in star�ng lessons has implica�ons on total contact hour as well as shortening of following period. Average
dura�on of the observed periods was thirty-four minutes, which was supposed to be forty minutes. Due to
late a�endance, some teachers conducted lessons for shorter period than expected. For instance, a fi�y
minutes’ Bangla lesson was conducted for thirty-five minutes in a Government high school. On the other
hand, some teachers surpassed their �me limit and took the �me allocated for following periods. In a Non-
government high school, a thirty minutes’ lesson of Islam & Moral Educa�on was con�nued for forty-four
minutes.

Consequence of late a�endance
The teachers who entered into the classrooms late faced some challenges in smooth opera�on of classroom
teaching. They were seen doing their duty bypassing issues like classroom management and disciplinary
ma�ers. However, in general, the teachers of the observed ins�tu�ons hardly dealt with the disciplinary
issues. Those who a�empted to deal, were not able to maintain discipline. For instance, the teachers in
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the Non-government schools and the Dakhil madrasas asked their students to wear school dresses and not
to sit in back benches keeping front benches empty. The students were not seen to obey these instruc�ons.
Teachers also ignored suchbehaviour of the students. This indicates a kind of power rela�onship between
some students and the teachers. These students could carry on with their regular habits ignoring the
teachers' instruc�on. In such classes, the teachers did not have control over the students thus they created
noise. These kinds of situa�ons hindered a proper classroom environment. In most of the cases, the
teachers of these ins�tu�ons started their classroom ac�vi�es by asking for homework and then directly
moved into the contents of the day’s lessons without any gree�ngs or introductory remarks on the specific
topic. No mo�va�onal words was heard while delivering the lessons. Although the above was common in
the ins�tu�ons under study, a few of the teachers were however excep�onal. In a School & College and a
senior madrasa, the teachers were seen to greet the students cordially a�er entering into the classrooms,
they then took ini�a�ve to fill up the empty spaces of the front benches bringing students from the back
benches and when all the students sat properly they asked for homework. Such an ac�on did not take more
than a minute, but was very useful in terms of discipline – the whole class of students came under a
disciplined manner.   

Lecture being the principal method
The purpose of classroom management is to create a proper environment for be�er teaching-learning
ac�vi�es. Selec�on of teaching method is one of the most important task with this regard. A similarity was
observed among the sampled teachers regarding the selec�on of teaching method and technique. The
principal method of teaching was lecture irrespec�ve of subject, content and ins�tu�on type. For instance,
teachers of a School & College used lecture method while teaching Social Science, Accoun�ng and
Chemistry; teachers of Government schools taught Trigonometry and Physics through lecture method;
teachers of Non-government high schools used lecture method to teach Civics & Ci�zenship, General
Science, and Islam & Moral Educa�on. The teachers in the madrasas taught Mathema�cs, Arabic grammar
and Hadith Sharif following the same method. 

Being one of the most tradi�onal teaching methods – lecture was predominantly preferred by the teachers
and it was difficult for them to come out of that prac�ce. As we know, the lecture method carries a number
of limita�ons. It is a teacher dominant method and does not create scope for the students to express their
thoughts. It is monotonous and goes against the learner centric teaching methodology. Smart teachers try
to minimise these limita�ons by embedding various techniques along with lecture. The techniques include
group and pair work, asking ques�ons to each other individually or in groups and using teaching aids for
engaging learners to the lessons. 

Most of the teachers were found reluctant to adopt such pedagogical ini�a�ves while conduc�ng lessons
through lecture method. Especially the teachers of School & Colleges applied lecture method in the weakest
manner. Most of the �me, they started the lesson without any warm up ac�vi�es; as a result, students
could not prepare themselves mentally to capture what the teachers were saying. Many teachers reported
in interviews that they could not prepare lesson plan or had �me to take prepara�on for conduc�ng lessons.
This seemed truer in the case of the teachers of School & Colleges. Their teaching prac�se indicated that
they entered into the classrooms without adequate prepara�on. They asked about the homework and then
directly announced the lesson �tle all on a sudden without judging students' prior knowledge on the topic
or mo�va�ng them towards that. Most of them directly readout the contents from the textbooks and were
hardly comfortable in delivering the lessons. Such an evidence indicates that they did not have proper
prepara�on. Similar scenario was observed in a Bangla lesson at a Government secondary school which
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was delivered by a female teacher. In such classes, the students did not have anything to do other than
listening to the teachers. Naturally they lost their interest and a�en�on a�er a while. As a result, they
either whispered to each other or put their a�en�on outside the classrooms. Surprisingly, the teachers
didnot no�ce such ac�vi�es of the students.

Engagement of students 
Compara�vely a be�er scenario was observed where the teachers were a bit more caring about engaging
students in teaching-learning ac�vi�es. For instance, in a Non-government high school, teachers in Civics
& Ci�zenship, General Science, and Islam & Moral Educa�on classes connected the topic to students' real
life through some examples and stories and then announced the lesson �tle. They shared the lesson
objec�ves and o�en asked ques�ons to the students and at a stage assigned students to group work. These
teachers properly guided the students for group forma�on and instructed them about the group task and
its dura�on comprehensively. They monitored the students in group work and guided to reach the goal of
such ac�vity. A�er the task is over, teachers invited the group leaders for presen�ng the findings and
appreciated them for their work. Similar scenario was observed in a Physics lesson in a Government high
school. Here, the teacher used mul�media projector and demonstrated an image on screen which a�racted
the students a�en�on a lot. In such lessons, students enjoyed as well as par�cipated in classroom ac�vi�es.

A teacher of a Government high school took ini�a�ves to ensure a proper sea�ng arrangement of the
students. He engaged students in singing the na�onal anthem in a disciplined way and checked students'
a�endance in such a way that nobody could cheat. Another unique exercise from his side was involving
the class captain for facilita�ng him in classroom management. The captain assisted fellow students in
approving the leaves in advance so that the teachers did not have to spend �me for this purpose. The
captain also ensured the availability of necessary classroom materials, therefore, the teachers did not have
to wait to start the teaching-learning ac�vi�es. This is important, but no other teacher was seen to involve
students in classroom management. This kind of ac�vity might help students to master some leadership
skills too. 

Some of the madrasa teachers asked ques�ons to the students while lecturing. They demonstrated some
strengths as well during teaching. For instance, an English teacher of a senior madrasa was seen to be
cordial and helpful to the students. He greeted the students properly and asked about their health and
mind. He did not prac�se direct teaching as well. For instance, when students asked for meaning of any
word he u�ered some similar known words and asked them to guess the meaning of the word they asked.
This was found inspiring to the students. He emphasized on mastering pronuncia�on and encouraged
students not to use the guidebook because English pronuncia�on was wri�en there in Bangla. He also
encouraged students to prac�se free-hand wri�ng based on ideas obtained from the textbook. The other
madrasa teachers also demonstrated some good prac�ses while lecturing. For instance, in a lesson of Quran
Majid & Tajveed, one teacher explained the background of the holy Quran's teachings and also explained
its applica�on in real life. In such lesson, students could realise the ra�onale of the contents and felt
interested to learn. Teachers also involved students in group work. A Mathema�cs teacher of a madrasa
also exercised a similar norm, i.e. explained the importance of the topic to the students and grew their
interest to it. However, a tendency to readout from the textbooks was observed among majority of the
madrasa teachers. Classrooms of these teachers were found more chao�c and therefore there was less
scope for proper teaching or learning.
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It was observed that the students were more engaged and a�en�ve to those lectures where the teachers
communicated with a smiling face, body language, eye-contact, calling them by names and moving to them
off and on. Majority of the madrasa and Government school teachers communicated to the students in
this way. However, some flaws were there too. For instance, a Bangla teacher was found in a Government
school who talked very harsh especially to the boys. She used to talk in low voice and hardly moved around
the classroom. She also did not do any eye-contact with the students and rarely called them by name.
Lecturing in such disconnected manner did not work in the classroom to hold students' a�en�on. Similar
kind of limita�on was no�ced in the Chemistry and Bangladesh & Global Studies lessons in the School &
College. Teachers of such ins�tu�ons had problems with pronuncia�on and they used local dialect while
teaching. 

Use of teaching aids
Though use of teaching aids and ICT based digital contents were perceived useful for delivering a lesson
effec�vely, the sample teachers hardly used them. In most of the classes, irrespec�ve of ins�tu�on type,
no teaching aids was used, although there were good opportuni�es for their use. For instance, in a Civics
lesson at a Non-government high school, the teacher was teaching about ‘family’. She could use a picture
of family easily. Use of mul�media was no�ced in two lessons only. In a Government high school a Physics
teacher used a self-made digital content. Students enjoyed that class and par�cipat edenthusias�cally.
Another teacher of Islam & Moral Educa�on in a Non-government high school showed a video of holy Hajj.
He demonstrated some related posters which ensured students par�cipa�on. The classrooms of madrasas
and the School & Colleges were not equipped with digital technology. So, the teachers some�mes used
some posters there. For instance, the teacher of History of Bangladesh & World Civilisa�on used two posters
which she made by herself. The Biology teacher of the same school used a poster of human skeleton and
a real skeleton in classroom. Students could see the bones in poster and could touch the real bones
simultaneously in that class. A very few teachers used teaching aids in classrooms and they had a number
of limita�ons in using these. For instance, some teachers used posters, but quality of those were very poor
in terms of font size, colour contrast of the text, spelling and the amount of contents presented. Moreover,
the teachers hung the posters in such a posi�on that most of the students could not see those properly
and because of inappropriate font size many could not read the messages. Therefore, expected benefits of
using these teaching aids were not fully achieved. 

Ques�oning as a method of teaching
Ques�oning is a common way of classroom communica�on. Teachers of every type of ins�tu�on asked
ques�ons to their students during lecture. It was generally the teachers who asked ques�ons to the
students, but not vice versa. The teachers were not seen to create any scope for the students to ask
ques�ons. Another observa�on was that ques�ons were mostly asked to specific individual students not
to the whole class. It is obvious that when teacher asked ques�on to any par�cular student, the others do
not think about it seriously. Thus, they cannot par�cipate in classroom interac�on. Such scenario was
observed more in the School & Colleges. However, an appreciable aspect of the ques�oning prac�se of
such school was that teacher engaged other students to assess whether the answer was correct, and they
did not discriminate among the boys and girls while selec�ng them for asking ques�ons.

Another purpose of classroom ques�oning was to assess students' learning. An analysis of the asked
ques�ons by the teachers showed that almost every ques�on belonged to the lowest sub-domain of
cogni�ve domain, i.e., remembering, irrespec�ve of subject from Literature to Higher Mathema�cs. No
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thought provoking exercise was required to answer those ques�ons except the recalling capability. This
indicates that the way classroom ques�oning is done actually promoted the culture of rote memoriza�on.
A very few teachers assessed students’ learning using higher order ques�ons. Some of the teachers of
Government and Non-government high schools assessed students based on group works. On the other
hand, the teachers of School & Colleges and madrasas assessed students through wri�ng task and
homework. 

Feedback to students
The teachers demonstrated a variety of approaches in providing feedback to students’ works. When the
students provided correct answers to the teachers or accomplished the group task well, the teachers
u�ered‘ good’ as an apprecia�on mark. If the students failed to do so, some teachers warned them for not
studying well. The Government school teachers were found asking the same ques�on to other students if
anybody fail to provide correct answer. A prac�se of providing nega�ve feedback was observed in an English
lesson of a madrasa, and a provision of psychological punishment was no�ced in a Non-government school.
One day, a student laughed during presen�ng their group task. The teacher replaced her by another group
member and stopped other students from clapping at the end of their presenta�on. A Mathema�cs teacher
of a madrasa used to iden�fy the best and worst homework and then compared those in front of the whole
class of students and demonstrated the difference between bright and dull students. Such kind of prac�se
was embarrassing for the students and went against the ethics of teaching.

Homework
Assigning homework was another common culture of classroom teaching-learning process. Asking students
to prepare homework was iden�fied as a common tendency of the teachers irrespec�ve of ins�tu�on type.
For instance, the teachers of Bangladesh & Global Studies in a School & College and a Government school,
and the Chemistry teacher of a School & College assigned their students to prepare short and mul�ple
choice ques�ons on the lessons discussed in a par�cular day. None of the teachers was found assigning
any thought provoking, crea�ve, and inves�ga�on based homework that could s�mulate learners for
thinking cri�cally. Preparing ques�ons as home task might be an impact of using crea�ve ques�ons in the
teaching-learning process. Such ques�ons should belong to the higher domains of Bloom's taxonomy
(Bloom 1956). It was observed that the students were not able to prepare such ques�ons because classroom
ques�oning was limited to the remembering sub-domain only. Therefore, students also thought about
memory-based ques�ons and ul�mately were caught in the net of rote memorisa�on. 

The above prac�ses were the integral part of the whole teaching methodology applied in the classrooms
which was mostly lecture based. Other than lecture, only one teacher a�empted to ini�ate a discussion
method of teaching in a lesson of a School & College. However, it was not successful as the students did
not par�cipate. The teacher, instead of encouraging students to par�cipate in the discussion, con�nued
lecturing. 

A variety of teaching methods are available in the pedagogical world which the teachers could use keeping
in mind the topics they wanted to teach. For instance, to teach Mathema�cs the heuris�c method can be
a good choice (Abonyi and Umeh 2014, Calucag 2016). Similarly, to teach Science, experimenta�on and
project methods might be useful. However, teachers were not found to select teaching methods according
to the nature of the topics they brought to the students, but applied lecture method everywhere. As a
result, students also could not prac�se thought provoking and crea�ve exercises other than listening to
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the teachers passively. On the other hand, lecturing con�nuously is �ring for the teachers as this consumes
huge physical and mental energy. 

Although lots of shortcomings were observed in the classrooms of secondary educa�on, a few good
examples were also observed. This can be an inspiring message for the educa�on professionals. A number
of areas to improve was iden�fied irrespec�ve of the type of educa�onal ins�tu�on. The classroom
ac�vi�es were very much limited to the basic prac�ses including some group work and ques�oning. These
were also erroneous. In addi�on, both the teachers and the students missed enjoying the benefits of
teaching aids. Interes�ngly, most of the teachers got various trainings on all these aspects, but they were
not seen to prac�se those in their classrooms. Therefore, investment was there, but expected outcome
could not be achieved. During the observa�on period no classroom supervision was no�ced. Therefore, a
serious need of academic supervision is there to ensure the implementa�on of learner and content
appropriate teaching methodology in the secondary classrooms.

128 Educa�on Watch 2018-19



Chapter 10
ICT, Mass Media and use of Mul�media

Key Findings

Of the ins�tu�ons, 31% had a mul�media classroom but not an ICT lab, 5.2% had an ICT lab but not a
mul�media classroom, 22.5% had both, and 41.3% had none. The Government schools and the School &
Colleges were be�er facilitated and the Dakhil madrasas worse.

About 80% of the teachers had an ordinary mobile phone, 64.3% had a smart phone or a tablet, and 29.3%
had a desktop or a laptop computer. Talking, sending SMS, internet browsing, photo/videography, listening
to music, drama etc., listening to Islamic preaching, money transfer/mobile banking, prepara�on of contents
for students, self-study, occupa�onal wri�ng, gaming, and listening radio programmes were the purposes
of using these devices. Over a half of the teachers used ICT devices for purposes related to their profession.

Nearly 40% of the teachers reported to using mul�media at least once in 2018. Two-thirds of these teachers
reported to face various difficul�es in using mul�media in classroom teaching. Not a single subject was
found where a third of the teachers used mul�media in teaching. Subjects like ICT, Accoun�ng, and
Mathema�cs were at the top where mul�media classroom teaching was provided.
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Access to Informa�on and Communica�on Technologies (ICTs) and mass media among the teachers and
use of these in the classrooms are the focus of this chapter. This chapter starts with presen�ng

informa�on on availability of mul�media classrooms and ICT lab facili�es in the educa�onal ins�tu�ons
under study. This is followed by teachers’ access to ICTs and mass media, use of ICTs in classroom teaching,
difficul�es faced in using, and reasons of not using.

A.   The ins�tu�onal se�ng
The heads of the educa�onal ins�tu�ons reported that 27.7% of the ins�tu�ons had an ICT lab and 53.5%
had a mul�media classroom. In most cases, an ICT lab means a number of computers placed in a dedicated
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This school is one of the seven most modern schools in the country. This six storied building
[showing the structure] has all the facili�es as in developed countries. We have 25 projectors, 25
smart boards, 25 laptops, and a lab with 34 desktop computers and Wi-Fi facili�es. We have three
sources of electricity in the school to keep these facili�es run all the �me. The school gets electricity
from na�onal grid, and it has its own generator and a solar panel.

An opposite scenario was heard from an assistant head teacher of a Non-government school in
Mymensingh. Explaining the situa�on in his school, this teacher noted the following. 

In this era of ICT, one cannot ignore it. But there is a ques�on about its proper use. The government
has provided only a laptop and a projector. These are insufficient. Our teachers want to use these,
but cannot do so due to lack of electricity facility and training.

The above two statements highlight the digital divide that exists among the secondary educa�onal
ins�tu�ons under study. The urban educa�onal ins�tu�ons were much ahead of the rural ins�tu�ons and
the schools were ahead of the madrasas in having ICT labs and mul�media classrooms (Figure 10.2). The
Government schools were at the forefront of all others in having both the facili�es followed by the School
& Colleges (Figure 10.3). The Dakhil madrasas were at the bo�om in both the cases. Whereas, 83.3% of
the Government schools had ICT lab, it was only 27% in other four types of ins�tu�ons collec�vely. This
figure was 28.7% in the private ins�tu�ons receiving government subven�on (grant) and 15.3% in the non-
grant ins�tu�ons (p<0.05). A similar situa�on was observed in the case of mul�media classroom. This was

room with regulated access of the
students and open or regulated access of
the teachers. On the other hand, a
mul�media classroom comprises of a
desktop or a laptop computer and a
projector. Overall, 31% of the ins�tu�ons
had a mul�media classroom but not an
ICT lab, 5.2% of the ins�tu�ons had an ICT
lab but not a mul�media classroom,
22.5% had both, and 41.3% had none
(Figure 10.1). Describing the facili�es
regarding ICTs and mul�media in his
school, the head of a well-equipped
Government school in Sylhet said, 
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Figure 10.3
Percentage of ins�tu�on having mul�media 
classroom and ICT lab by type of ins�tu�on
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found in 56.7% of the grant and
25.4% of the non-grant ins�tu�ons,
whilst 93.3% of the Government
schools had mul�media classrooms.

A small sec�on of the ins�tu�ons
had no dedicated mul�media
classroom, but had a portable
projector to carry it to the
classrooms as and when necessary.
Therefore, 69.7% of the heads of the
ins�tu�ons reported to have
teaching-learning in place using
mul�media (Table 10.1). Two-thirds
of the ins�tu�ons in rural areas and
85.7% of those in urban areas had
classroom teaching using mul�media
(p<0.001). Heads of over three-
quarters of the schools and 58% of
the madrasas reported the same
(p<0.001). Almost every Government
school (99.2%), 95.8% of School &
Colleges, 78.3% of senior madrasas,
74.2% of Non-government schools,
and half of the Dakhil madrasas
offered mul�media classroom
teaching in 2018 (p<0.001). Grade
wise analysis shows a varia�on of 65-
69% in having mul�media classroom
teaching (Annexes 10.1 and 10.2).

Only 3% of the ins�tu�ons received
both public and private support to
build mul�media classroom facili�es,
40.2% received support from public
sources only, and 10.2% from private
sources only. In other words, 43.3%
of the ins�tu�ons received support
from public sources and 13.3% from
private sources.

B.   Teachers’ access to ICTs
The informa�on and communica�on
technologies (ICTs) considered in this
sec�on include ordinary mobile
phone, smart phone, tablet



computer, desktop computer, and laptop computer. The teachers were asked whether they knew how to
use these devices and whether they have these devices of their own. Over 90% of the teachers claimed
that they knew how to operate an ordinary mobile phone, 72.8% knew how to use a smart phone, and
27.6% knew how to use a tablet computer. Nearly a half of the teachers knew how to operate a desktop
computer and 36.7% knew how to operate a laptop computer. Overall, each of the teachers under study
knew how to operate at least one of the devices concerned. Above informa�on by gender of teacher, area
of ins�tu�on and ins�tu�on type is provided in Annexes 10.3 and 10.4.

With regard to having own devices, 79.8% of the teachers had an ordinary mobile phone, 64.3% for a smart
phone or a tablet, and 29.3% for a desktop or a laptop computer (Table 10.2). Only 0.2% of the teachers
had none of these. No gender difference was observed in teachers having an ordinary mobile phone, but
the female teachers were more likely to have a smart phone or a tablet (69.4% versus 62.9%; p<0.01) and
a desktop or a laptop (36.8% versus 27.1%; p<0.001) than their male counterparts. Similarly, the rural and
urban teachers had no difference in having an ordinary mobile phone, but propor�onately more teachers
of urban ins�tu�ons had the remaining devices than those of rural ins�tu�ons – 76.9% of urban and 61.3%
of rural teachers had own smart phone or tablet (p<0.001), and 51.2% of urban and 24% of rural teachers
had own desktop or laptop computer (p<0.001). The madrasa teachers were ahead of the school teachers
in having an ordinary mobile phone (84.2% versus 77.4%; p<0.001), but an opposite scenario was observed
in rest of the devices. Two-thirds of the school teachers and 57.9% of the madrasa teachers had a smart
phone or a tablet (p<0.001), and 32.2% of the school and 23.3% of the madrasa teachers had a desktop or
a laptop computer (p<0.001).
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Educa�onal ins�tu�on type
wise analysis shows that
having ordinary mobile
phone was nega�vely
related to having a smart
phone or a tablet (Table
10.3). Again, having a
desktop or a laptop was
posi�vely related to having
a smart phone or a tablet.
In terms of having a smart
phone or a tablet or a
laptop or a desktop, the
teachers of the
Government schools were
at the top followed by
those of School & Colleges,
Non-government schools,
senior madrasas and Dakhil
madrasas, respec�vely.

The teachers reported
mul�ple uses of their ICT
devices during the previous
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one month of interview. The
highest use was for talking –
almost every teacher used
their devices for talking
(Table 10.4). This was
followed by sending short
messages or SMS with
three-fi�hs of the teachers
doing so. The other
purposes include internet
browsing (57.4%),
photo/videography (50.7%),
amusement such as
listening music, drama etc.
(48.8%), mul�media use for
teaching (37.1%), listening
Islamic preach (35.7%),
money transfer/mobile
banking (34.8%),
prepara�on of contents for
students (29.4%), self-study (24.5%), occupa�onal wri�ng (18%), gaming (15%), and listening radio
programmes (13.2%).

Purpose of using ICT devices varied by gender, area and ins�tu�on type (Table 10.4). For instance, the male
teachers were more likely to listen to Islamic preaching and doing mobile banking by using ICT devices than
the female teachers. The female teachers were more likely to use mul�media for teaching, use of ICTs for
amusement and photo/videography than the male teachers. No purpose of use of ICT devices was observed
in which the rural teachers surpassed their urban counterparts. However, the urban teachers were ahead
of their rural counterparts in doing the following ac�vi�es using ICT devices: sending short messages,
internet browsing, self-study, content prepara�on for teaching, mul�media use, occupa�onal wri�ng,
amusement, photography/videography, and mobile banking. The madrasa teachers were ahead of the
school teachers only in listening Islamic preach. But the school teachers were ahead of madrasa teachers
in sending short messages, internet browsing, content prepara�on for teaching, mul�media use,
amusement, and photo/videography. More analysis on this is provided in Annex 10.5.

Four of the above uses can be considered as directly linked to teaching profession. These are self-study,
content prepara�on for students, mul�media use for teaching, and occupa�onal wri�ng. The Government
school teachers were ahead of the others in each of the above uses followed by those of School & Colleges,
Non-government schools, senior madrasas and Dakhil madrasas, respec�vely. Overall, 18.9% of the teachers
used their ICT devices for any of these purposes, 16.8% used those for two, 9.2% for three, and 7.2% for
all four purposes. The Government schools were at the top with 15.3% of its teachers using ICT devices for
all the above purposes, which was 4.2% among those of Dakhil madrasas.

Over a half of the teachers (51.9%) used ICT devices for any of the above four purposes related to their
profession (Figure 10.4). This was 51.7% for male and 52.7% for female teachers with no sta�s�cally
significant difference (Annex 10.6). The teachers of the urban educa�onal ins�tu�ons were much ahead
of those in rural ins�tu�ons in using ICT devices for purposes related to profession (63.3% versus 49.2%;



p<0.001). A similar finding was observed
among the school teachers over their
counterparts in the madrasas (55.8%
versus 44.2%; p<0.001). This was 81%
among the teachers of Government
schools, 63.2% among those of School &
Colleges, 54% among those of Non-
government schools, 49.3% among those
of senior madrasas, and 40.7% among
those of Dakhil madrasas (p<0.001)
(Figure 10.4). 
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The teachers who reported internet browsing as a purpose of using ICT devices during the past month were
asked a supplementary ques�on on the ac�vi�es they did with internet. Responses of the teachers were
analysed by their gender, area and ins�tu�on type and results are provided in Table 10.5. Connec�ng people
through social media was observed as the most popular use of internet with over 93% of the teachers doing
so. This was followed by searching for general contemporary news (79%), teaching related informa�on

C.   Access to mass media
The teachers were asked whether they had access to three specific mass media during the week prior to
interview. The mass media included radio, television and newspaper. A much higher propor�on of the
teachers had access to newspapers and television compared to the radio. This is not unexpected because
of rapid expansion of cable television networks and electricity in the country. Whereas, 95% of the teachers
read newspapers during the past week and 91.3% watched any programme on television during the same
period, only 13.2% listened any radio programme (Table 10.6).

The male teachers were ahead of the female teachers in having access to each of the three mass media
with a sta�s�cally significant margin of at least p<0.01 (Table 10.6). Although no difference was observed
between the teachers of rural and urban educa�onal ins�tu�ons, in access to radio and television;
propor�onately more urban teachers had access to newspapers than their counterparts in rural schools
(97.6% versus 94.3%; p<0.001). No sta�s�cally significant difference was observed between the teachers

(70.2%), amusement
elements such as music,
drama, etc. (61.7%), and
occupa�onal informa�on
(52.1%), respec�vely. The
other purposes of internet
browsing were searching for
sports news (45.8%), doing
personal email (37.6%), and
doing school related ac�vi�es
(36.5%). Such analysis for the
teachers of each type of
ins�tu�on is provided in
Annex 10.7.
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of schools and madrasas with
regard to listening radio
programme and reading
newspapers. However,
propor�onately more teachers of
the schools watched programmes
on television than those in the
madrasas (95% versus 83.9%;
p<0.001).

No sta�s�cally significant varia�on
was observed by educa�onal
ins�tu�on type with regard to
teachers’ listening to radio
programmes during the past week
of interviewing them (Table 10.7).
However, a very high level of
varia�on (p<0.001) was observed
among the teachers by their
ins�tu�on type with regard to
watching programmes on
television and reading
newspapers. The Government school teachers were at the top in both and the Dakhil madrasa teachers at
the bo�om.

D.   Mul�media use in classrooms
The teachers had a mixed reac�on regarding the poten�als of using ICTs and mul�media in classroom
teaching. Some of their understanding can be treated as misconcep�on. Some of them, however, iden�fied
a number of obstacles in proper use of technologies. The teachers, in general, observed that use of
mul�media can help in making the lessons easy to the students and therefore can be effec�ve for learning. 

Nearly two-fi�hs of the teachers reported
that they offered classroom teaching
through using mul�media at least once in
2018 (Figure 10.5). This was 39% among
the males and 42.5% among the females
with no sta�s�cally significant difference.
Whereas over a half of the teachers of
urban educa�onal ins�tu�ons used
mul�media in the classrooms, it was
37.1% among the teachers in rural
ins�tu�ons (p<0.001). The schools were
ahead of the madrasas in this – 44.6% of
the school teachers and 30.2% of the



madrasa teachers used mul�media in classrooms (p<0.001). About two-thirds of the teachers of
Government schools, 54.2% of those of School & Colleges, 42.7% of those of Non-government schools,
40.3% of those of senior madrasas, and 23.2% of those of Dakhil madrasas conducted classroom teaching
using mul�media (p<0.001) (Figure 10.6). Although no sta�s�cally significant difference was observed
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between the teachers of Non-government
schools and senior madrasas in conduc�ng
classroom teaching by using mul�media,
they were significantly more likely to do so
than those of Dakhil madrasas, but less
likely to do so than the teachers of School
& Colleges. A significantly higher
propor�on of the teachers of Government
schools conducted classroom teaching
using mul�media than those in School &
Colleges. 

The teachers, on average, taught 5.9
periods in the past month of interviewing
them. Although no significant difference was observed in terms of gender and area, the madrasa teachers
taught one more period than school teachers (6.6 versus 5.6; p<0.01). Ins�tu�on type wise varia�on
persisted as well.

The teachers’ offer of classroom teaching using mul�media was analysed with regard to their highest
educa�onal qualifica�ons, length of service, having own ICTs, and receipt of training on ICT. Propor�on of
teachers using mul�media in classroom teaching significantly increased with increase of their educa�onal
qualifica�ons (p<0.001). For instance, 28% of the teachers who had completed higher secondary educa�on
conducted classes using mul�media. This was 37.6% among those who had a Bachelor's degree and 42.6%
among those who had a Master's degree. Not much varia�on was observed in conduc�ng classes using
mul�media among the first three quar�les of teachers in terms of length of service. For instance, 40.6% of
the first (0-8 years), 43.9% of the second (9-16 years) and 42.8% of the third (17-22 years) quar�les of the
teachers used mul�media in classroom teaching. The propor�on dropped to 32.2% among those who were
belonging to the fourth quar�le in terms of length of experience (23-40 years).

Teachers’ owning an ordinary mobile phone had a nega�ve rela�onship with their use of mul�media in
classroom teaching (Annex 10.8). However, owing a smart phone or a tablet computer and a laptop or a
desktop had posi�ve rela�onship with mul�media use in classrooms. Thirty-eight percent of the teachers
who own an ordinary mobile phone taught in classrooms using mul�media, which was 46.7% among those
who had no such equipment (p<0.001). Such a tendency was observed among 47.7% of the teachers owing
a smart phone or a tablet, and 63.3% of those who own a laptop or a desktop computer. These rates were
25.4% and 30.1%, respec�vely among those who did not own these equipment. 

Training on ICT was also posi�vely correlated with conduc�ng classroom teaching using mul�media. A half
of the ICT trained teachers used mul�media in classroom teaching, which was 34.8% among those who
did not receive such training (Table 10.8). This analysis in terms of gender of teachers, area of ins�tu�on
and type of ins�tu�on also produced a similar result (Annex 10.9). Table 10.8 also shows that a good
propor�on of the non-trained teachers were also offering classroom teaching using mul�media. They were
61.6% of the non-trained teachers of Government schools, 48.8% of those of School & Colleges, 39.5% of
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Humani�es and 8.2% studied Social Sciences at their highest qualifica�on level; however, 28.8% studied
Science and 11.2% studied Business studies. 

Mul�variate regression analysis

A mul�variate regression analysis was performed to predict teachers’ use of mul�media in classroom
teaching. The dependent variable was dichotomously categorized – used mul�media and not used. There
were nine predic�ve variables each of which were categorical. The variables are ins�tu�on type, gender,
area of ins�tu�on, teachers’ educa�onal qualifica�ons, length of service, having ICT training, having own
ordinary mobile phone, having own smart phone/tablet, and having own laptop/desktop. As the dependent
variable was dichotomously measured, a logis�c regression analysis was carried out. A stepwise approach
was considered and therefore only the sta�s�cally significant predictors appeared in the final model. 

Of the nine predictor variables considered, the final model considered five. No significant contribu�on of
area of ins�tu�on, teachers’ gender, educa�onal qualifica�on and having own ordinary mobile phone was
observed in predic�ng the use of mul�media in classrooms. Chronology of appearance of the predictor
variables in the regression model was as follows: having own laptop of desktop, ins�tu�on type, having
own smart phone or tablet computer, having training on ICT, and length of service. The final model is
provided in Table 10.9. Following are the major observa�ons.

� Regarding the type of ins�tu�on, the teachers of the Government schools and the School & Colleges
were equally likely to offer lessons using mul�media. The teachers of Non-government schools and
senior madrasas were significantly behind the above two (p<0.05). The Dakhil madrasa teachers
were at the bo�om; they were far behind the Government school teachers (p<0.001).

� Teachers having own smart phone or tablet computer and those having a laptop or a desktop were
more likely to offer classroom teaching using mul�media than those who did not own such
equipment (both at p<0.001).

� Teachers with ICT training were more likely to conduct classes using mul�media than those who
had no such training (p<0.001).

� Teachers belonging to the middle two quar�les in terms of length of service were equally likely to
use mul�media in classroom teaching. Teachers belonging to the other two quar�les were also
equally likely to use mul�media. However, the former half of the teachers were more likely to offer
lessons using mul�media than the la�er half with a sta�s�cally significant margin (p<0.05).

those of Non-government schools, 34% of those of senior madrasas, and 16% of those of Dakhil madrasas.
The schools, in general, were ahead of the madrasas in providing lessons using mul�media without trained
teachers. This was also more in the urban ins�tu�ons than those in rural areas.   

A ques�on may be raised about
educa�onal qualifica�ons of those
teachers who were using
mul�media without having ICT
training.  Analysis shows that
52.5% of them had a Master's
degree, 45.2% had a Bachelor's
degree, and 12.3% completed
higher secondary educa�on. More
than half of them studied
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In terms of Cox and Snell measure, the six
predictor variables collec�vely explained
15% of the varia�on in the dependent
variable, which was 20% in terms of
Nagelkerke measure. 

Subject specific analysis

The teachers were asked to report the
subjects in which they used mul�media in
classroom teaching. This was then cross
tabulated with the teachers who taught
that specific subjects. A wide range of
subjects came out. The Mathema�cs
teachers were at the top with 30.1% of
them using mul�mediain classroom
teaching (Figure 10.7). They were followed
by those taught Accoun�ng (29.6%) and ICT
(29.4%), respec�vely. Among others, 26%
of the English teachers, 23.9% of the
Chemistry teachers, 22.9% of the Biology
teachers, a fi�h of the Bangla, General
Science, and Physics teachers, and about
15-16% of the teachers of Bangladesh &
Global Studies, Agriculture and Religion
used mul�media. Much lower propor�on
of the teachers of Higher Mathema�cs,
History, Arts & Cra�s, Quran Mazid, Hadith,
Akayed, Arabic, Crea�ve Educa�on, and
Physical Educa�on used mul�media in
classroom teaching.

While doing in-depth interviews, some of
the teachers, however, raised ques�ons
regarding appropriateness of mul�media for each of the subjects taught in secondary educa�on. Although
three in ten Mathema�cs teachers reported to use mul�media in classroom teaching, a Chemistry teacher
of a senior madrasa in Dinajpur said, ‘teaching mathema�cs cannot be done using a mul�media. In teaching
mathema�cs, you must use blackboards, otherwise the students would not fully understand it.’ An assistant
teacher of Botany from a Non-government school in Dinajpur made the following statement.

If human diges�ve system is demonstrated on screen, it would appear lively to the learners and
they would learn easily with joy. There are some problems as well. For example, it is not very useful
in the case of teaching Mathema�cs. Suppose you want to teach the steps of a formula genera�on.
If you show it in mul�media it would not be helpful for the students, but if you explain each step
and simultaneously write those on board it would be much helpful for the students to learn.

The above clearly shows the presence of misconcep�on among the teachers regarding use of mul�media
in classroom teaching. The teachers have ques�ons on its poten�ality in teaching each of the subjects of
secondary educa�on. 



Challenges in mul�media use in classrooms

Among those who conducted classroom
ac�vi�es using mul�media were asked
whether they faced any difficulty in their
work. Two-thirds of these teachers reported
to have faced difficulty; 65.2% among males
and 73.2% among females (p<0.01) (Figure
10.8 and Annex 10.10). Rural teachers were
more likely to face difficulty than the urban
teachers (73% versus 49.5%; p<0.001).
Propor�onately more teachers of the
madrasas faced difficulty than those in the
schools – 72.5% and 65.3%, respec�vely
(p<0.001). A substan�al varia�on was
observed by type of ins�tu�on, where 77.7%
of the teachers of Dakhil madrasas, 68.2% of
those of senior madrasas, 66.8% of those of
Non-government schools, 60.3% of those of
School & Colleges, and 53.3% of those of
Government schools faced difficulty in
conduc�ng classroom ac�vi�es using
mul�media (p<0.001) (Figure 10.9 and Annex
10.10).

The teachers who faced difficulty in
conduc�ng classroom ac�vi�es using
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mul�media, were asked to men�on the types of difficulty. Though the teachers provided mul�ple
responses, no varia�on was observed among them in the types of difficulty by gender, area of ins�tu�on
or ins�tu�on type (Table 10.10 and Annex 10.11). Electricity failure was the most cited difficulty, which was
faced by 53.1% of the teachers. A closer propor�on of the teachers highlighted the lack of training (46.1%).
A quarter of the teachers men�oned inadequacy of classrooms and another quarter men�oned lack of
adequate equipment. The other
difficul�es include lack of skills (12.3%),
defec�ve equipment (10.2%), lack of �me
to get prepared (8.1%), and defec�ve
materials (6.4%).

Regarding constraints of using
mul�media, the teachers highlighted two
more issues in in-depth interviews. The
first one is related to class size. According
to them, mul�media is suitable in a class
of 30-40 students. If the class size
increases, all the students’ some�mes
unable to see the projected contents.
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Some teachers reported that they had to
teach in a class of size 70-80 and found
that it was difficult to manage even with
mul�media. 

The teachers who did not use mul�media
in their classrooms cited three major
reasons for not using it. Over 45% of these
teachers did not use mul�media because
of absence of any provision of it in their
ins�tu�ons, 30.5% did not use as they had
no training on this, and 20.8% complained
about defec�ve equipment (Table 10.11
and Annex 10.12). Here too, the teachers
cited these reasons irrespec�ve of school
type, area and gender.

A good number of the teachers
par�cipa�ng in in-depth
interviews – some of whom
were the heads of their
ins�tu�ons, reported some
challenges in classroom
teaching using mul�media. A
range of their challenges was
related to non-func�oning
equipment such as modem,
mouse, hard drive, and
projector. It was also known
that in some areas there were
no maintenance facility
available and they had to carry
damaged equipment to nearby
towns or call someone from
there. Low internet speed and
having no connec�on of it were
related challenges. Failure of
electricity off and on was also
reported as a common
challenge faced by many
ins�tu�ons. Most of the
ins�tu�ons had no backup
provision for electricity. The
other major challenge was
inadequate number of
equipment or classrooms with



equipment. In most cases there was only one classroom per ins�tu�on with such facili�es, which was
occupied by the ICT teacher and his/her students. Therefore, the other subject teachers were not ge�ng
any scope to teach using mul�media. While interviewing, an assistant teacher of a madrasa from Rajshahi
described his situa�on in the following way. 

I received training on ICT. I don’t use any material in classroom teaching, not even mul�media. I
know it would definitely be wonderful if I could use mul�media in conduc�ng my English classes.
If I want to teach new words to my students I only pronounce them and rarely write them on
blackboard. But if I had the opportunity to use mul�media I could demonstrate them by clicking
only. Again, for instance, if I want to teach about ‘Zainul Abedin’ to my students, I can show them
copies of some of his pain�ngs on the screen along with his significant contribu�ons. Such kind of
ac�vi�es would a�ract the learners to the lessons. Unfortunately there is only one mul�media
classroom in our madrasa which remains occupied most of the �me for ICT period. Moreover, the
computer is used for other tasks as well such as typing le�ers, browsing internet and so on.
Therefore I do not have any scope to use mul�media for teaching.  

The other teacher of the same madrasa who was an assistant teacher of Arabic was aware about the
poten�als of ICTs in educa�on, but informed that he could not use mul�media in classroom because he
did not know how to type Arabic. He claimed that the training he received was a generic one and was not
adequate for conduc�ng classes using mul�media. He suggested for subject specific training on ICT. 

There were also a number of cases where the ICT-trained teachers were not using mul�media facili�es.
These teachers had lack of mo�va�on in using technologies. They carried their old styles. It seemed that
the heads of the ins�tu�ons were also not that much serious in promo�ng the use of mul�media facili�es
among the teachers. 

According to some of them, use of technologies a�racts students’ a�en�on, they can see and listen
simultaneously, and therefore, can learn be�er and faster. From his own experience an Accoun�ng teacher
of a Non-government school in Mymensingh roughly es�mated that ‘students pay 80% more a�en�on in
the ICT based classrooms than the tradi�onal classrooms.’ Some of the teachers highlighted that seeing
the contents on the screen along with images, the students can memorise those quickly. Comparing this
with watching programmes on television, a Non-government school teacher from Barishal said, ‘learners
can watch and listen simultaneously as they do it with television. They can understand the contents of their
textbooks as they understand drama or movie.’ Another teacher from a Dakhil madrasa located in the same
area expressed his views in the following way.

Use of mul�media is very important because it engages students in the classroom with their eyes
and brain. They start thinking when they see. They remain ac�ve and a�en�ve. Another huge
benefit is that teacher can deliver lesson equally to each and every student. Learning can be made
joyful and sustainable as well.

A good number of the teachers strongly shared their views by saying that ‘in the era of ICT, our educa�on
system should seriously take good advantage of it.’ They felt the need for more serious effort from both
the government and the teachers’ sides. They demanded for adequate number of quality equipment to
the educa�onal ins�tu�ons and high quality training to all the secondary level teachers.
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Chapter 11
Teachers’Perceptual Teaching
Competence
Key Findings

Only 0.4% of the teachers assessed themselves as highly competent, 15% as competent, 39.8% as
moderately competent, 27.6% as averagely competent, 13.7% as limited competent, and 3.5% as
incompetent.

The highest score was recorded in professional development (93.6%), closely followed by ethical aspects
(88%), and the lowest in pedagogical skills (69.7%). The teachers scores in the remaining two sub-
components (mo�va�onal and resilience) were in between the highest and the lowest performing sub-
components. 
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Students’ learning is a func�on of teacher’s teaching competence in the classrooms. Assessment of such
competence is the main purpose of this chapter. As men�oned in the methodology chapter, a self-rated

teachers’ Perceptual Teaching Competence Scale or PTCS was developed and implemented on all teachers
sampled for this research. The scale provided teaching competence scores of the teachers that tell us the
level of self-reported perceptual teaching skills. Teaching competence is not all observable phenomena, it
contains large amount of cogni�ve and affec�ve components as well. Therefore, it’s assessment by an
observer is hardly feasible rather it can be ascertained introspec�vely by self-assessment. In our case,
teachers were asked to assess their own competences distributed in five teaching skills such as pedagogy,
professional development, mo�va�on, ethics, and resilience. All these skills were transformed into 35 ac�on
oriented statements that the teachers had to endorse through a five point Likert type scale. They were
needed to examine all of those statements and men�on the degree of competences found in them through
the self-reported scale. This scale measured a compact score of competence ranging between 35 and 175.
The higher the score the be�er is the competence among teachers and vice versa. 

A.   Overall teaching competence 
The actual score of the teachers in PTCS ranged from 78 to 171. The teachers on average got a score of
142.8 with a standard devia�on of 11.8. The median was 144 and mode 150. Though the mean and median
values of the scores were closer to each other, the modal value was a bit higher. This indicates somewhat
nega�ve skewness of the distribu�on of scores. The calculated value of skewness was -0.31. Therefore, the
distribu�on of scores can be termed as ‘weakly’ skewed or close to normal. Percentage distribu�on of
teachers spread over ten class intervals of scores is provided in Annex 11.1, which also shows an
approximate normal distribu�on of PTCS scores.

The overall PTCS scores is a summa�ve measure of five sub-scales and in order to calibrate the competence,
the total score was needed to be sub-divided into some categories so that any score can be a�ributed to
a certain level of performance. In this case, the scores were categorized into six levels by following the
principle of normal distribu�on. The distribu�on of competency score by various levels of competency is
shown in Table 11.1. 

Table 11.1 can be considered as the norm and can be used for describing the level of competence of a
teacher in the PTCS. Therefore, in order to analyse the scale scores to further details, the data were analysed
according to the types of respondents and their compara�ve achievements. 
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Distribu�on of teachers with regard
to the levels men�oned in Table 11.1
is provided in Figure 11.1. Overall,
only 0.4% of the teachers assessed
them as highly competent, 15% as
competent, 39.8% as moderately
competent, 27.6% as averagely
competent, 13.7% as limited
competent, and 3.5% as
incompetent. The first two and the
last two categories can be considered
as important in terms of two extreme



cases. Adding those it can be said
that 15.4% of the teachers
assessed them at least as
competent and 17.2% as limited
competent or incompetent.
Majority of the teachers (over
two thirds or 67.4%) belonged to
two middle levels of competency
such as moderately or averagely.

The distribu�on of teachers of
different types of ins�tu�on by
level of competency was close to
each other (Table 11.2). This
shows, around a fi�h of the
teachers of Government schools
and School & Colleges assessed
them as competent or highly
competent. Such a level was
reported for 16.8% of the
teachers of senior madrasas,
14.8% of those of Non-
government schools, and 13.6%
of those of Dakhil madrasas.
Adding those who assessed them
as moderately competent with
the above, it was observed that
64.1% of the senior madrasa
teachers got a score more than
aggregated mean. This was 62.3%
among the teachers of
Government schools, 59.3%
among those of School &
Colleges, 54.3% among those of
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Non-government schools, and 49.1% among those of Dakhil madrasas. This has happened because of a
higher propor�on of senior madrasa teachers assessed them as moderately competent and a less
propor�on of the teachers of School & Colleges did so. The posi�ons of the Dakhil madrasas and the Non-
government schools remained unchanged – the fi�h and the fourth, respec�vely. A close �e of the teachers
of Government schools and senior madrasas was also observed with regard to the mean PTCS score, where
the Dakhil madrasas and Non-government schools secured the last two posi�ons. Again, the mean scores
of the three types of ins�tu�ons, viz., the Government school, senior madrasa and School & College fell at
moderately competent level, but those of the remaining two types fell at averagely competent category.
Rela�vely a much higher propor�on of the teachers of these two types of ins�tu�ons assessed them as
limited competent or incompetent – 20.2% for Dakhil madrasa and 18.4% for Non-government school. All
these confirm that the teachers of Dakhil madrasas and Non-government schools perceive them rela�vely
less competent than those of other ins�tu�ons.



A similar analysis of PTCS scores by
gender, area of ins�tu�ons and
broad ins�tu�on type is provided in
Table 11.3. No difference was
observed among the teachers with
regard to gender and broad type of
ins�tu�on when the propor�ons of
teachers belonging to the first two or
three levels of competency were
added together. A similar result was
observed for the teachers of rural
and urban ins�tu�ons when the
propor�ons of them belonging to the
first two levels of competency were
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added. As a much higher propor�on of the teachers of rural ins�tu�ons assessed them moderately
competent than those of urban ins�tu�ons, difference between the teachers of rural and urban ins�tu�ons
was no�ced when the propor�ons of the teachers belonging to the first three levels were added. This shows
that whereas 57% of the teachers of rural educa�onal ins�tu�ons gave them a score more than the
aggregated mean, 47.2% of the teachers of urban ins�tu�ons did so. Again, over a quarter of the teachers
of urban ins�tu�ons claimed to be limited competent or incompetent against 15.2% of their rural
counterparts. The mean score of the teachers of urban ins�tu�ons and the females fell in averagely
competent level and the others in moderately competent level.  

B.   Sub-component wise analysis
Mean score of the teachers in various sub-components of PTCS was calculated and percentage of each of
them was found out with regard to the total score of respec�ve sub-components and is provided in Figure
11.2. The highest score was no�ced in professional development sub-component (93.6%); closely followed
by ethical aspects (88%), and the lowest in pedagogical skills (69.7%). The teachers scores in the remaining
two sub-components (mo�va�onal and resilience) were in between the highest and the lowest performing
sub-components. The gap between the highest and the lowest performing sub-components was 23.9
percentage points.

The sub-component of mo�va�on
and resilience among teachers
competence is li�le low because of
the socio-economic status of the
teachers in the community is
compara�vely poor. Compared to
these aspects, the professional and
ethical competence of the teachers
are high because these quali�es are
expected to be high among the
people; so, it is found that teachers
rated themselves high in the
assessment as well. A similar result
was observed when the above
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analysis was carried out
separately for the teachers of
various types of ins�tu�ons,
gender of teachers, area of
ins�tu�ons, and broad type of
ins�tu�on (Table 11.4 and
Annex 11.2).

As was observed in all the
above analysis, the teachers
lagged behind in pedagogical,
mo�va�onal and resilience
skills compared to other sub-
components of the
competence. These three
components are interlinked in
the way that when mo�va�on
is weak then pedagogical skill
and professional development
cannot prosper; similarly it is
directly related to ethical and
resilience aspects, i.e., when
mo�va�on is high teachers’
ethics and resilience would
increase as well. Teacher’s
pedagogical skill also depends
on the level of mo�va�on,
ethical and resilience aspects
(Table 11.5). However, it is not
jus�fied to show direct link
between Tables 11.4 and 11.5 because Table 11.4 shows the result of percep�on of teachers in different
sub-components. On the other hand, Table 11.5 demonstrates the consistency of responses among the
sub-components of the PTCS scale.

A summary of the teachers’ assessment of their competence in each of the 35 statements in the scale is
provided in Annex 11.3. This shows that more than 80% of the teachers choose any of the two extreme
values of the five point scale (fully agreed in case of posi�ve statement or did not agree at all in case of
nega�ve/unexpected statement) for them in each of 13 of the 35 statements. The propor�on of teachers
reached at 80% or more in the case of another 10 statements, if the nearest points were added with the
extreme points. These 23 statements can therefore be stated as ‘certain’ or ‘obvious’ with regard to
percep�on of the teachers of secondary educa�on. A mixed reac�on of the teachers was observed in
remaining 12 statements, 10 of which are nega�ve or unexpected in nature. Of these statements, three
fall in pedagogical skills sub-component, four in mo�va�onal aspects, two in ethical aspects, and another
three in resilience aspects. Table 11.6 provides percentage distribu�on of teachers by their response
regarding level of fi�ng those statements with them. 



C.   Teachers’ sa�sfac�on and PTCS score

Teachers’ level of competence has a close connec�on with their sa�sfac�on with profession, ins�tu�on
and remunera�on. It is expected that teachers who are sa�sfied with various aspects of their work will
have higher score than the teachers who are not sa�sfied. Table 11.7 provides percentage of teachers
scored more than mean in PTCS (i.e., highly competent, competent and moderately competent together)
against various levels of their sa�sfac�on with profession, ins�tu�on and remunera�on. A posi�ve
correla�on was observed in each of the three areas. However, the level of significance varied in terms of
area of sa�sfac�on. For instance, the rela�onship of PTCS score was a bit low with sa�sfac�on with
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remunera�on than that with profession
and ins�tu�on. This, however, indicates
that teachers’ competence ma�ers with
their extent of sa�sfac�on. 

No sta�s�cally significant varia�on was
observed in the level of competency in
terms of length of service of the teachers
(Annex 11.4). However, propor�onately
more teachers with a Master's degree
assessed them competent or highly
competent than those who had a
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Bachelor's degree or less educa�on. For
instance, 15.3% of the teachers with a
Bachelor's degree or less educa�on
assessed them competent or highly
competent, which was 18.3% among
those who had a Master's degree (Table
11.8). The gap slightly increased when the
moderately competent teachers were
added with them; the propor�on of
teachers became 55.2% and 59.7%,
respec�vely. The propor�on of limited
competent or incompetent teachers was
higher among those who had a Bachelor's
degree or lower educa�on than those
who had a Master's degree – 17.1% and
13.6%, respec�vely.

Grant status of the teachers of the private
ins�tu�ons had a rela�onship with
competency level. Propor�onately more
grant teachers assessed them as
competent or highly competent than the
non-grant teachers – 16.2% and 8.5%,
respec�vely (Table 11.9). The propor�ons
increased to 56.4% and 45.1%,
respec�vely when the moderately
competent teachers were added with the
above. Whereas, 16% of the grant teachers assessed them as limited competent or incompetent, 26.5% of
the non-grant teachers did so. 

Mul�variate regression analysis

A mul�variate regression analysis was carried out to predict teachers’ level of competency in terms of PTCS
score. Total score in PTCS was dichotomously categorized – more than mean and others. This, in other
words, at least moderately competent teachers were considered in one category and the remaining
(averagely competent and below) in another category. The explanatory variable were ins�tu�on type,
gender of teacher, area of ins�tu�on, religion, educa�onal qualifica�ons, length of service, elder sibling as
teacher, parent as teacher, teaching as aim in life, professional training, subject based training, educa�onal
short raining, second occupa�on, sa�sfac�on with profession, sa�sfac�on with ins�tu�on, and sa�sfac�on
with remunera�on. A step wise approach was applied and therefore only the sta�s�cally significant
variables appeared in the final model. 

Of the 16 explanatory variables, only four came out as significant predictors in the final model. These are
ins�tu�on type, area of ins�tu�on, religion, and sa�sfac�on with ins�tu�on. The regression model is
provided in Table 11.10. Following are the summary of findings.
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� The teachers of Government
schools, School & Colleges, and
senior madrasas were equally
likely to express them as
competent. Again, the teachers
of Non-government schools and
Dakhil madrasas were less likely
to express them competent than
the teachers of the remaining
three types.

� Teachers of the rural educa�onal
ins�tu�ons were more likely to
express them competent than
their counterparts in urban
areas.

� The Muslim teachers were less
likely to express them competent
than those belonging to non-
Muslim communi�es.

� The teachers who were sa�sfied
with their ins�tu�on were more
likely to express them competent
in teaching than those who were
not sa�sfied with ins�tu�on.  

Another model was developed with the same variables, but taking only the teachers of private educa�onal
ins�tu�ons. Aim of this was to see whether grant-status of the teachers play any role in predic�ng their
self-rated competency. Therefore, a variable called grant-status was added in the basket of independent
variables. The regression model is provided in Table 11.11. Here too, the same four variables came out as
predictors of teachers expressing them competent. The new variable ‘grant-status’ did not appear in the
model. Interpreta�ons regarding area of ins�tu�on, religion and sa�sfac�on with ins�tu�on remain the
same as above. No sta�s�cally significant difference was observed among the teachers of Non-government
schools, School & Colleges and Dakhil madrasas in expressing them competent; however, the teachers of
senior madrassa were more likely to express them competent than those of remaining three types of private
ins�tu�ons.

Note that the predic�ve variables explained only a small por�on of the varia�on in the dependent variable
– as was observed in both the models. 

Epilogue 

Teaching is a socially significant profession in this sub-con�nent and it is highly regarded as a noble
profession in the society. However, this respect is not prac�cally appreciated by all due to the financial and
power status of the profession. For that reason, very few of the college and university graduates consider



the profession as their top ranking
choice. The job seekers’ last
choice is teaching but females are
the excep�on in this case because
large majority of the female
teachers are found to accept the
profession as their chosen field of
work because of its limited work
load and non-transferable nature.
Female teachers also get priority
for teaching in the primary level
school as well. Therefore, female
teachers are more sanguine to
remain in this profession and
value all the skills in teaching
though they have limita�on in
achieving these skills with
competence. Female teacher
have to look a�er their kids and
family and remain busy with
household work besides teaching.
S�ll female teachers take their
profession to some serious extent
and demonstrate a be�er posi�on
in the scale of teaching
competence. 

152 Educa�on Watch 2018-19



Chapter 12
Involvement in Private Supplementary
Tutoring and Use of Guidebooks
Key Findings

Overall, 22.4% of the teachers reported to engage themselves in private supplementary tutoring. They, on
average, tutored 23.3 students. The major por�on of the tutees (53.8%) was the teachers own school
students.

Teachers’ homes were most frequently used for providing private tutoring where 15.4% of the teachers
offered this service. Among other places 7.2% of the teachers provided tutoring at students’ homes, 2.8%
at schools using classrooms, and 0.8% at coaching centres. Some teachers provided tutoring services at
mul�ple places.

Overall, 37.1% of the teachers were using guidebooks. They used guidebooks for English and Mathema�cs
in all secondary grades, Physics, Chemistry and Higher Mathema�cs in grades IX and X, and Arabic
throughout the school years in madrasas.
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Rampant use of guidebooks instead of textbooks, and prac�ce of private supplementary tutoring are
major challenges for educa�onal development in Bangladesh. Use of guidebooks underes�mates the

significance of textbooks use, and the private supplementary tutoring does so for the classroom teaching.
Both have financial implica�ons as well. Students’ use of these are already portrayed in previous Educa�on
Watch reports, but teachers’ involvement in these prac�ces are explored in this study for the first �me.
This chapter provides informa�on on these with regard to ins�tu�on type, gender and area; and iden�fies
factors predic�ng teachers’ engagement in these.

A.  Private supplementary tutoring

In addi�on to classroom teaching as per rou�ne and addi�onal teaching in educa�onal ins�tu�ons, the
secondary teachers engage themselves in private supplementary tutoring. It is by defini�on follows the
same curriculum of educa�onal ins�tu�ons, may take place anywhere suitable to tutors and tutees, and
more importantly is provided in exchange of financial benefits for the tutors (Bray 2003). Previous Educa�on
Watch studies and others reported existence of it among the students of pre-primary to secondary
educa�on (Nath 2008; Nath et al. 2008; 2014).
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Although there may be a tendency to
hide informa�on, overall, 22.4% of the
sampled teachers acknowledged that
they were engaged in providing
supplementary tutoring privately
(Figure 12.1). The tendency to provide
private supplementary tutoring was
more among the male teachers than
among females (25.9% versus 10.2%;
p<0.001). Propor�onately more
teachers of the urban educa�onal
ins�tu�ons were in this business
compared to those in rural areas (30.1%
versus 20.5%; p<0.001). Whereas,
23.5% of the teachers of the schools
provided private supplementary
tutoring, it was 20.1% among the
teachers of madrasas (p<0.05). The
teachers of the School & Colleges were
at the top with 24.2% of them providing
private supplementary tutoring (Figure
12.2). The Non-government school
teachers secured the second posi�on
with 23.7% of them doing so. This was
17.2% among the teachers of
Government schools, 19.7% among
those of Dakhil madrasas, and 20.7%
among those of senior madrasas.



The teachers who were providing private supplementary tutoring belonged to two-thirds of the educa�onal
ins�tu�ons under study. Such school teachers belonged to 68.9% of the ins�tu�ons and madrasa teachers
belonged to 62.5% of the ins�tu�ons. Teachers of 64% of rural and 79.2% of urban ins�tu�ons provided
private supplementary tutoring. This figure was 48.3% among Government schools, about 70% among Non-
government schools and School & Colleges, 63.3% among Dakhil and 60.8% among senior madrasas. 

The teachers did not confine themselves in providing private tutoring to the students of secondary
educa�on only. Along with secondary level students, 0.7% of them provided it to pre-primary students,
3.3% provided it to primary level students, and 2.7% to higher secondary level students (Figure 12.3).
Whereas, the teachers of urban ins�tu�ons and those of madrasas were more likely to privately tutor to
the students of pre-primary and primary levels than their respec�ve counterparts (Annex 12.1).
Propor�onately more urban teachers also did so with the higher secondary level students. The teachers of
Dakhil madrasas were more likely to provide private tutoring to the pre-primary and primary students, it
was the teachers of School & Colleges who were more likely to do so with the students of higher secondary
level (Annex 12.2). Propor�on of teachers privately tutored increased with the increase of grades of the
students. For instance, 7.3% of the teachers provided private tutoring to the students of grade VI, 7.5% to
the students of grade VII, 12.6% to the students of grade VIII, 13% to those of grade IX, and 13.9% to those
of grade X (Figure 12.3).
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tutees. The coefficient of varia�on shows it to be about 34% higher than mean. The male teachers, on
average, were providing tutoring support to 24.5 students and female teachers tutored 12.4 students. This
was 25.6 students for the teachers of rural ins�tu�ons and 16.6 students for those of urban ins�tu�ons.
Whereas, each madrasa teacher was providing private tutoring to 16.5 students, the school teachers were
providing it to 26.2 students. The mean number of students receiving private tutoring from the teachers
of three types of secular educa�onal ins�tu�ons were close to each other – from 25% to 26.5%; however,
the ins�tu�ons varied in terms of standard devia�on and therefore coefficient of varia�on. The varia�on
in number of students was the highest among the teachers of Non-government schools followed by those
of School & Colleges and Government schools, respec�vely. The mean number of tutees was 18.1 for the
teachers of senior madrasas and 15.4 for those of Dakhil madrasas with coefficient of varia�on 147.5 and
112.3, respec�vely. The standard devia�on of number of tutees per teacher was higher than mean was
observed in most of the above cases (Table 12.1). 

The number of students
receiving private
supplementary tutoring
during the teacher survey
varied substan�ally from one
teacher to another. The mean
was 23.3 per teacher with a
standard devia�on of 31.2
and range 1-230 (Table 12.1).
A higher standard devia�on
than the mean signifies the
extent of varia�on among the
teachers in taking private
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The distribu�on of tutees by grade is
provided in Annex 12.3. It shows that
9.1% of them were of grade VI, 9.6%
were of grade VII, 23.1% were of
grade VIII, 22.1% were of grade IX, and
28.7% were of grade X. Among others,
4.1% of the tutees were of pre-
primary or primary grades and 3.3%
were of higher secondary grades.

The teachers provided private
supplementary tutoring at four
different places. These include
teachers’ house, tutees’ house,
coaching centre, and classroom in
school. The teachers’ house was the
most popular place with 15.4% of the
teachers doing it there (Table 12.2).
Among others, 7.2% of the teachers
tutored at tutees’ house, 0.8% in
coaching centres, and 2.8% in schools.
It seems that total of the above
figures exceeds the propor�on of
teachers involved in private
supplementary tutoring. This
happened because a sec�on of the
teachers provided private
supplementary tutoring in mul�ple
places. No varia�on was observed in
this distribu�on with regard to gender,
area or type of educa�onal ins�tu�on
(Annex 12.4).

The most popular place of private supplementary tutoring, in terms of number of tutees, was the teachers’
house as 62% of them received it there (Table 12.2). This was followed by the classrooms of educa�onal
ins�tu�ons where 17.5% of the tutees were served. Among others, 13% of the tutees were served in
coaching centres and 7.5% in tutees’ house. Providing private tutoring at teachers’ house was prominent
among the teachers of each type of educa�onal ins�tu�ons (Annex 12.5). The teachers of Non-government
schools and the School & Colleges were ahead of the others in providing tutoring in the classrooms of their
ins�tu�ons with over 19% of the tutees serving there. Whereas, the male teachers provided private tutoring
to 60.8% of their tutees at their own homes, it was 82.9% in the case of female teachers. Again, the
tendency to do so in the coaching centres was observed only among the male teachers. The teachers of
urban educa�onal ins�tu�ons were also more likely to provide private supplementary tutoring in the
coaching centres than the teachers of rural ins�tu�ons. 

The teachers acknowledged that a sec�on of their tutees were their own students whom they were
supposed to teach in the classrooms. Propor�on of such students was 53.8% at the aggregated level (Table
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12.2). A large por�on of the private
tutees, who were taught in the
classrooms of teachers educa�onal
ins�tu�ons, were their own students
(88.9%). This was 51.7% among those
who were taught at teachers’ homes,
35.7% among those who were taught
at students’ homes, and 27.1%
among those who were taught in
coaching centres.

Teaching own students in the capacity
of private supplementary tutoring
was observed more among the
female teachers than the males
(59.8% versus 53.4%; p<0.001),
among the teachers of urban
educa�onal ins�tu�ons than those of
rural areas (59.7% versus 52.4%;
p<0.001), and the teachers of schools
than those of madrasas (55% versus
50.5%; p<0.001) (Figure 12.4). The
Government school teachers were
ahead of all others in providing
private tutoring to their own students
followed by those of Non-
government schools, Dakhil
madrasas, School & Colleges, and
senior madrasas, respec�vely (Figure
12.5).

Teachers’ involvement in addi�onal
teaching in school and private
tutoring was analysed together. It was
observed that 21.4% of the teachers
were involved in addi�onal teaching
but not in private tutoring, 10.8% in
private tutoring but not in addi�onal
teaching, 11.5% in both, and 56.3%
none (Figure 12.6). Involvement in
none of the two ac�vi�es was more
among the females, rural teachers
and madrasa teachers than their
respec�ve counterparts (Annex 12.7).
It was highest among the teachers of
Government schools (66.5%)



Mul�variate regression analysis

Similar to the previous chapters, a mul�variate regression analysis was carried out. Here, the predic�ng
variable was teachers’ involvement in private supplementary tutoring. Aim was to iden�fy the predic�ng
factors of private supplementary tutoring. The dependent variable was therefore dichotomously categorized
– involved in private tutoring and not involved. The independent variables were: ins�tu�on type, area of

159Private Tutoring and Guidebooks use

The Mathema�cs teachers were at
the top in providing private
supplementary tutoring. A half of
these teachers were engaged in
private supplementary tutoring. They
were followed by English teachers
(37.5%). Among others, 28.3% of the
teachers of Business Studies, 22.5% of
those of Science, 20.8% of those of
Social Sciences, 20.3% of those of
Agriculture, and 16% of those of
Arabic were also providing private
supplementary tutoring. A small
propor�on of the physical educa�on
or ICTs teachers were also engaged in
this. They were 15.3% and 14% of the
respec�ve teacher groups.

Teachers’ involvement in private
supplementary tutoring was cross
tabulated with their length of service.
A sta�s�cally significant varia�on was
observed in this (p<0.001). The
younger teachers, belonging to the
first quar�le in terms of service
length, were most likely to involve
with private tutoring with about a
third of them doing so (Figure 12.8).
This rate was 21-22% among the
teachers belonging to middle two
quar�les of teachers (50%), and
12.9% among the elder quar�le.
Separate analysis by gender, area and
ins�tu�on type also produced a
similar result (Annex 12.8).

followed by those of senior (61.5%) and Dakhil (60.0%) madrasas, respec�vely. It was least among the
teachers of School & Colleges (49%). 



ins�tu�on, gender of teachers, religion, parent as teacher, elder sibling as teacher, aim in life as teacher,
service length, availing professional training, availing subject based training, availing educa�onal short
courses, and teachers educa�onal qualifica�ons. A stepwise approach was followed and the final model
considered only the sta�s�cally significant factors.

The final model is provided in Table 12.3. Of the 12 independent variables, seven came out in the model.
These are: ins�tu�on type, area of ins�tu�on, gender of teacher, service length, availing professional
training, availing subject based training, and availing educa�onal short courses. These variables collec�vely
explained 15% of the varia�ons in the dependent variable (Nagelkerke sta�s�c). Following are the findings
from this analysis.
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� Of the five types, the Government
school teachers were least likely
to provide private supplementary
tutoring and those of School &
Colleges the most. The teachers
of two types of madrasas were
equally likely in this case. The
posi�on of Non-government
schools was in between School &
Colleges and the madrasas.

� The male teachers and those from
the urban educa�onal ins�tu�ons
were more likely to provide
private supplementary tutoring
than their respec�ve
counterparts.

� A nega�ve rela�onship was
observed between length of
service and providing private
supplementary tutoring. The
youngest group of teachers
belonging to the first quar�le with
regard to service length were
most likely to involve in private
tutoring than others.

� Teachers with professional and
subject based training were more
likely to involve in private
supplementary tutoring than
those who had no such training.
On the other hand, an opposite
scenario was observed in the case
of having educa�onal short
courses. 



Reasons of private supplementary tutoring

Private supplementary tutoring has gradually become an inseparable part of educa�on culture in
Bangladesh. Over the years, a number of factors contributed behind the growth of private supplementary
tutoring. The teachers have explained the reasons themselves.

In-depth interviews with the teachers revealed that inten�on to earn more for living, which they described
as their ‘financial scarcity’, played the most vital role in their engagement in private supplementary tutoring.
A group of teachers, mostly from the private educa�onal ins�tu�ons (School & Colleges and Dakhil
madrasas) reported that the salary and benefits they were obtaining from the ins�tu�ons were not
sufficient for running their families. Therefore, they became the providers of private supplementary tutoring
for some addi�onal income. ‘Majority of the Science teachers including me are involved in private tutoring.
I cannot maintain my family with the salary I draw from my school. Thus, I have to engage in private tutoring’
– said a Chemistry teacher of a School & College in Sylhet.

Teachers’ inten�on to provide private supplementary tutoring has increased remarkably when a social demand
for this was created beside their financial need. The par�cipant teachers reported that the students as well as
their parents some�mes put pressure on them for tutoring privately; especially when the students approached
to public examina�ons at grades VIII and X – the request increased drama�cally. Emphasising this point, an Arabic
teacher of a senior madrasa in Rajshahi stated that ‘the teachers of our madrasa usually do not provide private
tutoring. However, the students of grades VIII, IX and X some�mes request us for private tutoring.’ With this
regard, a Mathema�cs teacher of a Dakhil madrasa in Barishal said,‘ the students and their parents came and
requested me so strongly that I could not say no. This also helps me in maintaining my family.’ 

Some of the teachers, however, shared their experiences by saying that ‘not from any educa�onal needs
but from social pressure’ a sec�on of the students avail private tutoring. According to them, private tutoring
was a common trend among students and some of them considered it as a fashion and somehow they
became stuck with an understanding that without private tutoring they would not be able to do well in
examina�ons. A Biology teacher of a School & College in Barishal with this regard men�oned that
‘some�mes the students request their teachers for private tutoring so passionately that the teachers cannot
deny them. Moreover, nowadays students have an a�tude that they must avail private tutoring. Otherwise,
they would not be able to pass the examina�on with good scores.’ This also indicates that because of
availing private tutoring they lost their confidence and strength. 

A sec�on of the interviewed teachers highlighted that the classroom teaching-learning culture has a role
in promo�ng the culture of private tutoring. They jus�fied this by saying that private tutoring is essen�al
in present Bangladeshi culture because the students do not learn from the classrooms. They however,
blamed large class sizes and insufficient dura�on of the lesson period.  An assistant teacher of a Dakhil
madrasa in Mymensingh said the following in favour of his argument:

I think private tutoring is essen�al because we have to deal with a large number of learners in the
regular classrooms. As a result quality of classroom teaching is vulnerable. If special classes and
private tutoring are not there then the weaker students would fail in examina�ons and the number
of dropped out learners would increase.

A Chemistry teacher of a Government school also agreed with the above statement. However, majority of
the teachers thought that students would not require any support of private supplementary tutoring if
they remain a�en�ve to their regular classes in their own educa�onal ins�tu�ons.  
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Teachers’ percep�on on private tutoring

The par�cipant teachers viewed private tutoring from various perspec�ves. Their beliefs and thoughts on
private tutoring created scope to analyse it into many par�cles. These are discussed in the following
paragraphs. 

Most of the teachers par�cipa�ng in in-depth interviews had an understanding that classroom was the main
place for teaching-learning and the teachers’ primary role was to ensure learning of the students in classrooms.
As they said, the culture of private tutoring was not ethically acceptable to them. They perceived the growth
of private tutoring as a weakness of the educa�on system. Some of the respondents prac�ced private tutoring
before, but due to a fear of losing dignity and to avoid the legal punishment they stopped it. For instance, a
Mathema�cs teacher of a Government school in Sylhet said, ‘once I was involved in private tutoring but no
more now. Government has forbidden this. This is a crime now. Thus, I do not prac�ce this. It may spoil my
dignity if I do it.’ An Arabic teacher of a Dakhil madrasa in Barishal believed that teaching philanthropically
would enhance teachers’ dignity but charging money for this may spoil their honour. 

In terms of teaching-learning process of private tutoring, a group of teachers, mostly belonging to the
Government schools said that this is highly sugges�on based teaching and therefore, shows students a
short-cut way of passing examina�on where actual learning does not take place. To explain the impact of
private tutoring in regular classrooms, an English teacher of a senior madrasa reported that students do
not value the rou�ne classes. In this aspect he stated, ‘because of private tutoring, students nowadays do
not pay a�en�on to the rou�ne classes as they know that they would be taught the same topic in the
private tutoring too.’ With grief he also said, ‘if a student pays a�en�on to the rou�ne classes s/he would
never require any private tutoring.’ 

Comparing the quality of teaching-learning process in the rou�ne classes in schools and in private tutoring
a number of teachers, mostly from the School & Colleges and Dakhil madrasas, gave their judgement by
saying that it was be�er in private tutoring for a few reasons. In private tutoring, teachers deal with a small
group of students and therefore can pay a�en�on to the students individually. Highligh�ng some benefits
of private tutoring a teacher of History from a School & College in Barishal said,

If a student cannot understand the lessons from the rou�ne and special classes then private tutoring
might help them. In private tutoring, teacher deals with a small number of students. Therefore,
they can interact in one-to-one basis. Students also feel shy to ask ques�ons to the teacher in a
rou�ne class consis�ng 70-80 students. In private tutoring, they can ask ques�ons to the teacher
freely and can discuss their problems for longer �me, which is not the case in regular classrooms.

However, a large group of teachers thought that it would not be a problem if there was no private tutoring.
A student can do well following the rou�ne classes only but for this, efforts would have to be given from
the students’ side, and their parents and teachers equally. A teacher of Aakaid and Fikah in a senior madrasa
in Dinajpur stated,

It will be difficult to prepare the students well for the examina�ons if there is no provision of private
tutoring and special classes, but it is possible to do well based on the rou�ne classes too. For this,
the students, teachers and the guardians would have to think alike. Parental awareness is important.

Moreover, the financial reward obtained from the private tutoring boosted teachers’ mo�va�on to work
hard. In this point a teacher of Islam and Moral Educa�on in a School & College in Barishal said, ‘quality of
teaching-learning is be�er in private tutoring for two reasons – teachers earn more money within a short
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period and to sustain the business they give the best effort.’ The head teacher and the Mathema�cs
teachers of a government high school in Sylhet and a Mathema�cs teacher of a Dakhil madrasa in Barishal
also said in a similar way. A group of teachers from a School & College believed that through private tutoring,
teacher could earn more money in a shorter �me. Therefore, they were reluctant to give much effort for
the rou�ne classes.

The above discussion clearly shows that a financial rela�onship between the parents and the teachers has
been established because of private tutoring. According to a Bangla teacher of a Government school in
Sylhet, this financial rela�onship increased pressure on both the groups and surprisingly they became
serious about students’ learning, which added addi�onal pressure upon the students. 

Finally, it is understood that a complex interac�on among students, teachers and parents were taking place
pu�ng private supplementary tutoring at the centre. Most of the teachers reported that if private
supplementary tutoring was stopped it would not have any effect on school life, but the parents would not
accept it. According to the teachers private teaching got sustainability in the society because of the parental
support. Though the interviewed teachers’ were found confident about the quality of teaching-learning
provisions in the educa�onal ins�tu�ons, the parents were not. Thus, they promoted private teaching and
a group of teachers especially those who taught subjects like English and Mathema�cs were taking
advantage of this as an opportunity. Therefore, the teachers concluded that to eradicate private
supplementary tutoring from the educa�on system a collec�ve effort would have to be there from the
parents, students and teachers. 

B.   Use of Guidebooks
The government provides free textbooks to all secondary level students irrespec�ve of their iden�ty. The
educa�onal ins�tu�ons get a few sets of free textbooks for teachers use. The Na�onal Curriculum and
Textbook Board (NCTB) also prepares teacher guides for each of the subjects to distribute among the
teachers. In addi�on to hard copies, so� copies of both are available in the website of NCTB. In the name
of supplementary material, a number of independent private publishers have been publishing guidebooks
against each of the textbooks for long. The guidebooks provide probable ques�ons likely to appear in
examina�on situa�on on each of the chapters and their ready answers. Therefore, the students do not
need to think much to have answers; the only requirement is the capacity of memoriza�on. A sec�on of
both the teachers and the students find these helpful for their respec�ve tasks. Intensity of guidebooks
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use among the students and teachers
was explored in a few studies on primary
educa�on (Nath et al. 2015; Nath 2018).
No such informa�on is available in
secondary educa�on. An a�empt was
therefore made here to explore
secondary teachers’ use of guidebooks.

Overall, 37.1% of the teachers reported
that they have used guidebooks to
prepare for classroom ac�vi�es (Figure
12.9). The female teachers were more
likely to use guidebooks than the male
teachers (41.3% versus 35.8%; p<0.01).
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Ins�tu�on wise analysis shows that the
teachers of 79% of the ins�tu�ons
under study used guidebooks with no
difference by area or broad type of
ins�tu�on. Teachers of about 80% of
the Non-government schools and
Dakhil madrasas, 77.5% of senior
madrasas, 75% of School & Colleges,
and 53.3% of the Government schools
used guidebooks.

The propor�on of teachers using
guidebooks increased with the increase
of grade at which they offer teaching.
For instance, it was 21-22% among
those who taught in grade VI and VII,
24.1% among those who taught in
grade VIII, and over 28% among those
who taught in grade IX and X (Annex
12.9). 

An analysis was carried out to know the
subjects for which the teachers used
guidebooks. Use of guidebook was
popular to those teachers who were
teaching English and Mathema�cs
throughout the secondary grades.
Overall, 39.3% of the English teachers
and 33.2% of the Mathema�cs teachers
used guidebooks (Figure 12.11). Nearly
23% of the Science teachers, 21.5% of
the Bangla teachers and 17.1% of those
teaching Bangladesh & Global Studies
used guidebooks throughout the
secondary grades. A sec�on of the
teachers teaching Religion, ICT or
Agriculture also used guidebooks
irrespec�ve of grades. Guidebooks on
Chemistry, Physics and Higher
Mathema�cs were added to the above

No such difference was observed with regard to area and broad type of ins�tu�on. It was observed that
37.9% of the teachers of rural and 33.6% of those of urban educa�onal ins�tu�ons used guidebooks. Again,
36.4% of the school teachers and 38.3% of the madrasa teachers also fall in this category. The teachers of
the Government schools were significantly less likely to use guidebooks than others (p<0.01) (Figure 12.10).
Whereas, 35-39% of the teachers of the other type of ins�tu�ons used guidebooks, it was only 22.5% among
the teachers of Government schools.
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to third quar�le, and 35.9% among those
to the fourth quar�le (p<0.001). Separate
analysis by gender, area and ins�tu�on
type produced different results for
different groups of teachers (Annex
12.10). For instance, the propor�on of
teachers using guidebooks varied with
the varia�on in service length for male
teachers, teachers of rural educa�onal
ins�tu�ons and those in schools.
However, no significant varia�on was
observed for females, teachers of urban
educa�onal ins�tu�ons and the madrasa
teachers.

Mul�variate regression analysis

A mul�variate regression analysis was
carried out to find out the variables
predic�ng teachers’ use of guidebooks.
The dependent variable was
dichotomously categorized – used
guide books and did not use. The
independent variables were:
ins�tu�on type, area of ins�tu�on,
gender of teachers, religion, parent as
teacher, elder sibling as teacher, aim in
life as teacher, service length, availing
professional training, availing subject
based training, availing educa�onal
short courses, and teachers
educa�onal qualifica�ons. A stepwise
approach was followed and the final
model considered only the sta�s�cally
significant factors.

The final model is provided in Table
12.4. Of the 12 independent variables,
five came out in the model. These are:
gender of teacher, religion, parent as

for those who teach in grades IX and X (Annex 12.9). Propor�on of teachers used guidebooks for these
subjects were 35.4, 28.3 and 28.2%, respec�vely. These were accompanied by Biology (24.9%) and History
(16.2%). It was the Arabic for which the madrasa teachers used guidebooks throughout secondary grades.
Overall, 27.5% of the teachers who taught Arabic were using guidebooks.

Nearly 42% of the teachers belonging to the first quar�le in terms of length of service have reported to use
guidebooks (Figure 12.12). This was 37.5% among those belonging to the second quar�le, 34.2% among those
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teacher, service length, and availing subject based training. These variables collec�vely explained only 2%
of the varia�ons in the dependent variable (Nagelkerke sta�s�c). Following are the findings from this
analysis.

� Female teachers and those belonging to Muslim community were more likely to use guidebooks
than their respec�ve counterparts (male teachers and non-Muslims respec�vely).

� Teachers with parents as teachers were more likely to use guidebooks than those who had no
parent as teacher.

� The teachers belonging to the first quar�le in terms of length of service were more likely to use
guidebooks than those who had longer service length.

� Teachers having subject based training were more likely to use guidebooks than those who did not
receive such training.



Chapter 13
Knowledge on Na�onal Educa�on Policy,
Secondary Curriculum and SDG 4
Key Findings

The teachers, in general, had no clear idea about the important na�onal and interna�onal documents
which have direct implica�ons on educa�onal development in the country. They seem to have not been
able to differen�ate among the documents. 

Of the teachers, 85.5% knew that Bangladesh had a Na�onal Educa�on Policy (NEP), 63.1% claimed to have
read the policy; however, only 40.6% could state the correct year of introducing NEP.

Eighty-six percent of the teachers knew about the existence of a na�onal curriculum for secondary
educa�on, and 62.4% claimed to have read it. While asked, 43.1% of the teachers could say correctly the
objec�ves of na�onal secondary curriculum and 18.5% could say the year of latest modifica�on of
curriculum.

Two-fi�hs of the teachers claimed that they have heard about Sustainable Development Goals (SDGs), but
only 5.5% knew under whose leadership the SDGs were formed. Less than 5% of the teachers were aware
about various details of the SDGs. 
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This chapter provides informa�on on the teachers’ knowledge on three specific issues relevant to the
delivery of quality educa�on. The issues include na�onal educa�on policy, na�onal secondary educa�on

curriculum, and Sustainable Development Goals (SDGs). The data were firstly analysed by gender, area of
ins�tu�on and ins�tu�on type, and then with regard to a number of characteris�cs of the teachers.
Mul�variate regression analysis was also performed for be�er understanding of varia�on among the
teachers with these regards.

A.   Na�onal Educa�on Policy

Although the country has seen ten educa�on commissions to prepare Na�onal Educa�on Policy, many of
these ini�a�ves could not be materialised. The latest educa�on policy came into being in 2010 a�er
endorsement by the Ja�ya Sangsad (the Na�onal Parliament). The Ministry of Educa�on published the
policy in Bangla and English languages, and the policy is also made available in its website. As it is the
na�onal guideline for development of all levels of educa�on, it was expected that the teachers of secondary
educa�on would be fully aware of it. However, this was not the case. On average, 85.5% of the teachers in
the sample knew about the existence of a Na�onal Educa�on Policy, 63.1% claimed to have read it, and
40.6% could say the year of its introduc�on (Figure 13.1).
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On average, 85.5% of the teachers
knew that Bangladesh has a wri�en
educa�on policy, 4.2% knew that
there is no wri�en policy for
educa�on, and 10.1% was confused
about its existence. The propor�on
of teachers knowing about existence
of a wri�en educa�on policy was
significantly more among the males
than the females (87.6% versus
78.4%; p<0.001) (Table 13.1).
Although, no such difference was
observed between the teachers of
rural and urban educa�onal
ins�tu�ons; the school teachers
were significantly ahead of their
counterparts in the madrasas in
knowing the existence of a Na�onal
Educa�on Policy (87.1% versus
82.4%; p<0.001).

A sta�s�cally significant varia�on
existed in this with regard to type of
educa�onal ins�tu�on (Table 13.2).
The teachers of the Government
schools were ahead of all others
with 94% of them knowing about
existence of the Na�onal Educa�on
Policy followed jointly by those of



reported that they did not know the year. The others reported any of the years from 1971 to 2018. Although
the correct answer was 2010, 2.2% of the teachers reported a year before this and 10.1% reported a year
a�er this. Therefore, 47.5% of the teachers who knew about existence of the policy, could men�on the
year correctly. They were 40.6% of the teachers under study.

Propor�onately more male teachers knew the year of endorsement of the educa�on policy than the female
teachers with a difference of 10 percentage points (42.9% versus 32.8%; p<0.001) (Table 13.1). No
sta�s�cally significant difference was observed with this regard, between the teachers of rural and urban
educa�onal ins�tu�ons. However, the school teachers were ahead of their counterparts in the madrasas,
in knowing this, with a difference of 7.4 percentage points (43.1% versus 35.7%; p<0.001).

The teachers of the Government schools were much ahead of the others with over three-fi�hs of them
knowing the year of endorsement of educa�on policy (Table 13.2). This figure was almost equal among the
teachers of the other two types of schools with a gap of 22 percentage points (Non-government 42.5%,
School & College 42.3%). Thirty-seven percent of the teachers of senior madrasas and 34.7% of those of
Dakhil madrasas knew the year correctly.

Sixty-three percent of the teachers claimed that they have read a sec�on or the full policy on paper or from
the Ministry’s website (Table 13.1). They were 65.7% among the males and 54.1% among the females
(p<0.001). No sta�s�cally significant difference was observed by area of ins�tu�on, but the school teachers
were ahead of the madrasa teachers with a sta�s�cally significant margin (66% versus 57.5%; p<0.001).  

The Government school teachers were much ahead of the others with 78.8% of them reading the Na�onal
Educa�on Policy (Table 13.2). Although, no diffidence was observed between the teachers of Non-government
schools and School & Colleges, they were about 13 percentage points behind the Government school teachers.
This was 59.8% among the teachers of senior madrasas and 55.8% among those of Dakhil madrasas.
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Non-government schools and
School & Colleges (86.8% each).
They were followed by the teachers
of senior and Dakhil madrasas
respec�vely (83.7% and 81.5%,
respec�vely).

The teachers were found very
confused about the year in which
the Na�onal Educa�on Policy was
endorsed. Two-fi�hs of those who
knew about existence of the policy

Not much varia�on was observed
between the assistant heads of
ins�tu�ons and the assistant
teachers in knowing the presence
of the Na�onal Educa�on Policy
and reading it, but the head of the
ins�tu�ons were ahead of them on
both the issues (Table 13.3). On the
other hand, no difference was



Policy. This phenomenon was categorized into two parts – read the educa�on policy and did not read it.
The independent variables considered in this analysis were 13 in number. These are: ins�tu�on type, area
of ins�tu�on, gender of teacher, religion, elder sibling as teacher, parent as teacher, teaching as aim in life,
service length, having professional training, having subject based training, having educa�onal short training,
having a second occupa�on, and educa�onal qualifica�on of teachers. All these are also categorical
variables. A stepwise approach was adopted so that only the sta�s�cally significant predictors came out in
the final regression model. 

Of the 13 variables considered, seven appeared in the final model. These are gender, service length, having
professional training, having subject based training, having educa�onal short training, having a second
occupa�on, and educa�onal qualifica�ons. These variables collec�vely explained 9% of the varia�on in the
dependent variable. Remaining six variables had no significant contribu�on in predic�ng teachers’ reading
of Na�onal Educa�on Policy. The final model is provided in Table 13.4. Following are the major findings.

� The male teachers were more likely to read the Na�onal Educa�on Policy than the female teachers.

� The teachers who had a Master's degree were more likely to read the Na�onal Educa�on Policy
than those who had a Bachelor's degree or lower educa�onal qualifica�ons.

� Those who had another profession alongside teaching were less likely to read the Na�onal
Educa�on Policy than those who were engaged only in teaching.

� No difference was observed in reading the Na�onal Educa�on Policy among the teachers belonging
to the first two quar�les of length of service. However, they were highly likely to read the policy
than those belonging to the upper half of the median.  

� Teachers who had professional training, subject based training, and a�ended educa�onal short
courses were more likely to read the educa�on policy than those who did not have these training.

B.   Secondary curriculum 

Curriculum can be described as a master plan of any educa�on provision at the implementa�on level. It is
the guideline for textbook and teacher prepara�on, teaching-learning provision, co-curricular ac�vi�es that
helps all concerned to deliver an effec�ve and quality educa�on. A curriculum sets standards, goals and
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observed between the heads of
ins�tu�ons and their assistants in
knowing the year of introduc�on of
educa�on policy, but the assistant
teachers were much behind of them
in knowing this. The grant teachers
were significantly ahead of the non-
grant teachers in knowing the
presence of policy and its year of
introduc�on and reading the policy
(p<0.001) (Figure 13.2). 

Mul�variate regression analysis

A mul�variate regression analysis was
carried out to predict teachers’
reading of the Na�onal Educa�on



learning outcomes that enable teachers to judge whether or not students are able to move onto the next
level. The na�onal curriculum for school educa�on was first introduced in Bangladesh in 1978. It was
modified several �mes followed by modifica�ons in the textbooks. The latest modifica�on of the curriculum
was done in 2012. It is wri�en in na�onal language Bangla, and available in print and in the website of
NCTB as well. The teachers are supposed to take lessons on curriculum during professional training. Short
training courses are also offered to inform the teachers on the curriculum ma�ers. Of the interviewed
teachers, 86% knew the existence of a na�onal curriculum for secondary educa�on, 18.5% knew the year
of its latest modifica�on, 62.5% claimed to read it, and 43.1% knew the curriculum goals ‘par�ally’ or ‘fully’
(Figure 13.3). 
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p<0.001). This was known by 93.5% of the teachers of Government schools, 88% of those of School &
Colleges, 87.3% of those of Non-government schools, 83.8% of those of senior madrasas, and 82.2% of
those of Dakhil madrasas (Table 13.6).

Many of the teachers were confused about the year of latest modifica�on of secondary curriculum. In reply
to a ques�on on this, nearly 59% of the teachers who knew about the existence of a wri�en curriculum
provided no answer. The others men�oned a variety of years ranging from 1972 to 2018. The correct answer
was 2012, but 6.6% of the teachers men�oned any of the earlier years and 13% men�oned any of the later
years. Therefore, 21.5% of the teachers could men�on the year correctly. They were 18.5% of all the
teachers in the sample. 

No difference was observed among the teachers in knowing the year of latest modifica�on of na�onal
curriculum in terms of gender or area (Table 13.5). However, propor�onately more school teachers knew
the correct year of the latest modifica�on of curriculum than their counterparts in madrasas (19.6% versus
16.2%; p<0.02). Whereas, 32.8% of the teachers of the Government schools knew the correct year of
curriculum modifica�on, 19.2% among those of Non-government schools and School & Colleges, and about
16% among those of two types of madrasas knew this (p<0.001) (Table 13.6).

Over 62% of the teachers claimed that they have read the na�onal curriculum for secondary educa�on.
Propor�on of teachers reading the curriculum was mostly equal among the males and the females (Table
13.5). It was also equal between the teachers of rural and urban educa�onal ins�tu�ons. However, the

Nine in every ten teachers had a
confirmed reply on the existence
of a wri�en na�onal curriculum
for secondary educa�on. Of
them, 86% knew about its
existence and 4.1% did not know.
The remaining teachers (9.9%)
had no idea about existence of a
na�onal curriculum. No
sta�s�cally significant difference
was observed by gender or area
of ins�tu�on in teachers knowing
about existence of a na�onal
curriculum (Table 13.5). However,
propor�onately more teachers of
schools knew this than those of
madrasas (87.6% versus 82.9%;
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school teachers were ahead of the
madrasa teachers in reading the
curriculum with a sta�s�cally
significant margin (64.7% versus
57.9%; p<0.001). Three-quarters of
the Government school teachers, 64-
65% of those of other two types of
schools, 60% of those of senior
madrasas, and 56.5% of those of
Dakhil madrasas have claimed to
read the secondary curriculum
(p<0.001) (Table 13.6).

The na�onal secondary curriculum in
Bangladesh aims to ‘create
knowledgeable, skilful, logical,
crea�ve, and patrio�c human
resource through overall
development of learners with
humanis�c, social and ethical
strengths’. A ques�on was asked to
the teachers to know how much of
this was known to them. Those who
did not know about existence of a
wri�en curriculum along with
another 42.9% – totalling 56.9% of
the teachers could not say anything
about the aims of curriculum. Of the
remaining, 35.8% could say this
‘par�ally’ and 7.3% ‘fully’. Therefore,
the propor�on of teachers ‘fully’ or
‘par�ally’ knowing about the aims of
na�onal secondary curriculum was
43.1%. This was highest among the
teachers of Government schools –
18% knew it ‘fully’ and 43.3% knew it
‘par�ally’. 

Propor�on of teachers knowing the secondary curriculum ‘fully’ or ‘par�ally’ was more among the males than
the females (44.6% versus 37.9%; p<0.01), and among the school teachers than the madrasa teachers (45%
versus 39.2%; p<0.01) (Table 13.5). No such difference was observed between the teachers of rural and urban
educa�onal ins�tu�ons. This was 44-45% among the teachers of Non-government schools and School & Colleges,
41.3% among those of senior madrasas, and 37.8% among those of Dakhil madrasas (Table 13.6).  

The head of the ins�tu�ons were much ahead of the other teachers in knowing the presence of curriculum,
reading it and knowing the goals at least par�ally (Table 13.7). The assistant heads and the assistant teachers
were close to each other in the above three aspects; however, they were significantly behind the head of
ins�tu�ons in each. On the other hand, an equal propor�on of the heads of ins�tu�ons and their assistants



knew the year of last modifica�on
of na�onal curriculum; the
assistant teachers lagged much
behind them in this.

The grant teachers of the private
educa�onal ins�tu�ons were
significantly ahead of their non-
grant counterparts in knowing the
presence of curriculum, reading it,
and knowing the goals at least
‘par�ally’, but no such difference
was observed between them in
knowing the year of its last
modifica�on (Figure 13.4).

Mul�variate regression analysis

Two regression models were built
predic�ng two issues related to
teachers knowledge on na�onal
secondary curriculum. The issues
were teachers reading of the
na�onal curriculum and their
knowledge on curriculum goals.
Both of them were dichotomously
categorised in the following way.

a. Reading of na�onal
curriculum: read the
curriculum and did not
read it

b. Knowledge on curriculum
objec�ves: knew at least
one objec�ve and did not
know any objec�ve

Thirteen independent variables
were considered in both the
analysis. These are: ins�tu�on
type, area of ins�tu�on, gender of
teacher, religion, elder sibling as
teacher, parent as teacher, aim in
life as teaching, service length,
having professional training, having
subject based training, having
educa�onal short training, having
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a second occupa�on, and educa�onal
qualifica�ons. All of them are
categorical variables. A stepwise
approach was adopted so that only the
sta�s�cally significant predictors came
out in the final regression models. 

The final model predic�ng teachers’
reading of curriculum considered five
variables and the model predic�ng
knowledge on curriculum objec�ves
considered seven. Four of them are
common. These are having three types
of training and educa�onal
qualifica�on of teachers. In addi�on,
the first model considered religion as
predic�ve variable and the second
model considered gender of teacher,
having second occupa�on and length
of service. The predic�ve variables
collec�vely explained 6% of the
varia�on in the dependent variable of
the first model and it was 5% in the
second model. The models are
provided in Tables 13.8 and 13.9,
respec�vely. Following are the
summary of findings.

For reading of na�onal secondary
curriculum:

� The non-Muslim teachers were
more likely to read the
na�onal curriculum than the
Muslim teachers. And the
teachers who had a Master's
degree were more likely to
read the curriculum than those
who had a Bachelor's degree
or below educa�onal
qualifica�on. 
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� Teachers who had received professional training, subject based training, and educa�onal short
training were more likely to read the curriculum than those who did not have these training.
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For knowing curriculum objec�ves

� The male teachers were more
likely to know the objec�ves of
na�onal secondary curriculum
than the female teachers.

� The teachers who had a Master's
degree were more likely to know
the objec�ves of na�onal
curriculum than those who had a
Bachelor's degree or lower
educa�onal qualifica�on.

� Those who had another profession
alongside teaching were less likely
to know the objec�ves of na�onal
curriculum than those who were
engaged only in teaching.

� No difference was observed in
knowing the objec�ves of na�onal
curriculum among the teachers
belonging to the first and the
fourth quar�le with regard to their
length of service. However, they
were highly likely to know the
objec�ves of na�onal curriculum
than those belonging to the
middle half of the teachers.  

� Teachers who had professional
training, subject based training,
and educa�onal short training
were more likely to know the
objec�ves of na�onal curriculum
than those who did not have these
training.

Qualita�ve insights

In-depth interviews with the teachers also confirmed that the head of ins�tu�ons were more aware about
the Na�onal Educa�on Policy and the curriculum than the other teachers. Therefore, the heads were found
more comfortable to talk with the interviewers on these issues. The assistant teachers struggled to analyse
the strength, weakness and implica�on of the policy and curriculum in teaching-learning process.

Most of the heads of the ins�tu�ons reported to have copies of educa�on policy and na�onal curriculum
in their educa�onal ins�tu�ons. They collected those from the secondary educa�on offices at the upazila
level or downloaded those from the respec�ve websites. Having copies of educa�on policy or the
curriculum was rare mostly in the Non-government schools and the madrasas. The heads of these
ins�tu�ons confirmed that they did not read these documents.



Some of the heads however reported that on collec�on of the documents from various sources they shared
those with the assistant teachers and organized discussion mee�ngs at school. They assumed that the
assistant teachers would carry such discussions on, but this was not the case in prac�ce. Thus, the heads
were therefore unsure about the teachers’ knowledge regarding educa�on policy and curriculum. Such a
scenario was described in the following way by a head teacher of a Government high school in Sylhet
district.

Copies of the Educa�on Policy and na�onal curriculum are available in my school. I have collected
those from the upazila secondary educa�on office. I informed my teachers about their availability,
but did not see any reac�on among them. I did not no�ce any discussion among the teachers on
these. I do not know whether they know anything about the curriculum or the educa�on policy.  

The other heads of the Government schools reported that copies of educa�on policy and na�onal
curriculum are preserved in all Government schools in the country as part of official norms.  With this
regard, the head of a Government school in Dinajpurzaid, ‘the copies of educa�on policy and curriculum
are officially collected and preserved in my school because this is a government school.’

Some of the heads of ins�tu�ons opined that for two reasons their assistant teachers knew more about
curriculum and educa�on policy. Firstly, the assistant teachers have par�cipated in various training courses
where these were discussed. Secondly, the heads organized discussion mee�ngs on these issues on a yearly
or bi-yearly basis from which the assistant teachers learned. In order to explain the link between educa�on
policy and curriculum a head teacher of a Government school men�oned that the educa�on policy is
supposed to be implemented through the curriculum and syllabus which means that the expecta�on of
the policy is cascaded through the curriculum and then by the syllabus. This teacher also perceived that
the policy and curriculum were being implemented successfully because the teachers were provided with
sufficient training. 

On the other hand, the heads of madrasas and some Non-government schools opined that the
implementa�on of these was not that easy. In this point a principal of a senior madrasa in Dinajpur argued
that the expecta�on from the policy and curriculum was much higher compared to the facili�es they had
been provided for implemen�ng these. He highlighted the necessity of improved infrastructure, qualified
teachers and quality training for implemen�ng the educa�on policy and curriculum properly. He said,

In the current se�ng it is not possible to teach according to the instruc�on of educa�on policy and
curriculum unless the educa�on ministry plays a strong role with this regard. The classroom should
be sound proof. Meritorious and skilled teachers should be recruited and they should be sent abroad
for higher training. 

In order to describe the implica�ons of educa�on policy and curriculum in school se�ng, most of the
teachers tried to describe their linkages with the current assessment process which as they said ‘crea�ve
ques�on based’. A group of teachers thought that without having a very good command on the educa�on
policy and curriculum, the teachers would not be able to teach the students in these days. According to
them, the ways of teaching students for preparing them for answering the crea�ve ques�ons was
men�oned in the policy and the curriculum. They also felt that students learning would remain incomplete
if teachers teach without having sound knowledge on educa�on policy and curriculum. 

In conclusion it may be said that teachers’ understanding on educa�on policy and curriculum was not
sufficient enough. Instead of perceiving these a guideline of opera�ng the educa�onal ins�tu�ons, these
were considered a tool for improving students’ performance in the examina�ons.
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C.   Sustainable Development Goals
This sec�on deals with teachers’ knowledge about Sustainable Development Goals (SDGs), specifically the
fourth goal (SDG 4 or Educa�on SDG). This is important as the goals are endorsed by the government of
Bangladesh as broad direc�ons for na�onal development. These are important for the teachers to know
because there are some indicators considering the teachers and the teachers have specific role to play in
achieving the goal on educa�on (4th goal). Although over two-fi�hs of the teachers claimed that they have
heard about the SDGs and 10.3% knew that there is a goal on educa�on, a very few of them (less than 5%)
could say the other aspects of it (Figure 13.5). 
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Gender difference persisted on knowledge
about the SDGs; 43.2% among the males and
31.2% among the females have heard about the
SDGs (p<0.001) (Table 13.10). Though, no
sta�s�cally significant difference was observed
between the teachers of rural and urban
educa�onal ins�tu�ons (41.2% and 37.7%; ns),
propor�onately more teachers of the schools
claimed to hear about it than those of madrasas
(43.1% versus 35.4%; p<0.001). A very wide gap
was observed among the teachers of various
types of educa�onal ins�tu�ons with
Government schools far ahead of the two other
types of school, and the two types of madrasa
further behind the above.  

The teachers’ knowhow on further detail of SDGs was very poor. For instance, only 5.5% of the teachers
knew that the SDGs were prepared under the leadership of United Na�ons. Their knowledge on the start
and the end years of SDGs implementa�on was also very poor. Only 3.1% of the teachers could tell the stat
year of it and 3.6% could tell the end year. Although the teachers of each type of educa�onal ins�tu�ons
showed poor knowledge; the teachers of Government schools demonstrated a higher level. For instance,
26.8% of the Government school teachers knew the leadership of SDGs, 17.2% knew the start year of it,
and 17.7% knew the end year. These figures with regard to gender, area and ins�tu�on type were much
below than the above – each lower than 7%. Besides the above difference, the male teachers were ahead
of the female teachers, and the school teachers were ahead of the madrasa teachers in each of the three.
However, no difference was no�ced by area of ins�tu�ons (Table 13.10).

In response to the ques�on on the leadership of preparing the SDGs, the teachers provided varie�es of
answers. About 11% of those who have provided an answer said, it was the crea�on of the Prime Minister
of Bangladesh Sheikh Hasina; a small sec�on, however, men�oned the name of her son Sajib Wazed Joy
(PM’s Advisor on ICT affaires), the Government or the Ministry of Educa�on. The other responses of the
teachers were the following: Kudrat-e-Khuda (Chair of the first Educa�on Commission in Bangladesh), the
World Bank, UNESCO, Professor Mohammad Yunus (Nobel laureate and Grameen Bank Founder),
Mohammad Zafar Iqbal (Professor and literary personality), Begum Khaleda Zia (former PM), and Rasheda
K Choudhury (Execu�ve Director of CAMPE). There is a possibility that the teachers confused the issue of
the SDGs with other issues. This happened because of their lack of knowledge. 
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A ques�on was asked to the
teachers to know whether they
are informed about the dura�on
of SDG implementa�on. As the
teachers men�oned, the start
year of SDG implementa�on
ranged from 1991-2025 and the
end year from 2021-2050. It
seemed that the teachers were
confused about various years
related to various events,
indica�ng that they were not
serious about these. For instance,
in response to the start year of
SDGs, though majority of them
men�oned a year from 2014-
2016, a sec�on men�oned 2010
which is the year of endorsing the
Na�onal Educa�on Policy, and
another sec�on men�oned 2021
which is linked to Vision 2021 of
the government of Bangladesh.
The year 2021 was also men�oned by a sec�on of the teachers as the end year of SDGs and another sec�on
men�oned the year 2041 which is the targeted year of the government to proceed Bangladesh to a
developed country status. Note that the years 2021, 2041 etc. are o�en men�oned by the PM and the
other poli�cal leaders in power in public lectures.

Overall, only 1.4% of the teachers knew the number of SDGs (17 nos.), 10.3% knew that there was a specific
goal on educa�on and 1.5% knew the posi�on of it in the list of goals (fourth). Likely to the previous, the
teachers of the Government schools were much ahead of the others in knowing these three issues. Among
the teachers of Government schools, 14% knew the number of SDGs, 26% knew that there was a specific
goal on educa�on and 9.7% knew the posi�on of it (Table 13.11). No difference was observed in knowing
any of the three issues in terms of area of ins�tu�on, but the propor�on of school teachers knowing each
of these was significantly higher
than that of the madrasa
teachers. No gender difference
was observed in knowing the
number of SDGs and the
posi�on of educa�on SDG;
however, propor�onately more
male teachers knew the
presence of an educa�on MDG
than their female counterparts.
It is to be noted that none of
the sampled teachers knew the
number of targets under the
educa�on SDG. 



Overall, 85.7% of the teachers did not know any of the above seven facts on SDGs (men�oned in Table
13.11), 9.2% knew one fact, 2.1% knew two, 1.3% knew three, and 1.7% knew 4-7 facts. Only 0.1% of the
teachers knew all seven facts. The male teachers were ahead of the female teachers in knowing at least
one of the facts (15.5% versus 10.4%; p<0.001). The teachers of rural and urban educa�onal ins�tu�ons
knew equally. The school teachers were ahead of the madrasa teachers in knowing these (16.2% versus
10.6%; p<0.001). A huge difference was observed with regard to ins�tu�on type. Whereas, 39.7% of the
Government school teachers knew at least one of the facts, it was 15-16% among the teachers of Non-
government schools and School & Colleges, and 10-11% among those of two types of madrasas.  

The teachers were asked about the main features of the educa�on SDG. None of them knew all the five
features. Separately, 2% of the teachers knew that all levels of educa�on are included in the fourth SDG,
4.1% knew that there is a promise to ensure quality of educa�on, 1.1% knew that inclusive educa�on was
one of the features, 1% knew that equality in educa�on was men�oned, and 0.8% knew that opportunity
for lifelong educa�on was promised (Table 13.12). Overall, 5.4% of the teachers knew at least one of the
above five features. No sta�s�cally significant varia�on was observed in the propor�ons of male and female
teachers knowing at least one of the features of educa�on SDG. The same was observed when data were
analysed by area of ins�tu�on. This was 6.3% among the school teachers and 3.6% among the madrasa
teachers (p<0.001). Whereas, 15.7% of the teachers of Government schools knew any of the five features,
it was 6% among the teachers of Non-government schools and School & Colleges each, 4.2% among the
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teachers of senior madrasas, and
3.2% among those of Dakhil
madrasas (p<0.001) (Table
13.12).

The heads of the ins�tu�ons
were significantly ahead of the
other teachers (assistant heads
and assistant teachers) in their
knowledge about the SDGs and
knowing some selected facts on
SDGs and the main features of
educa�on SDG (Table 13.13). No
difference was observed in these
between the assistant heads of
ins�tu�ons and the assistant
teachers. The grant teachers of
private schools were significantly
ahead of the non-grant teachers
of the same type of ins�tu�ons in
hearing about the SDGs (40.9%
versus 32.9%; p<0.01), but no
such difference was observed
between them in knowing the
facts on SDGs (17.7% versus
14.3%; ns) and knowing the main
features of educa�on SDG (4.9%
versus 6.8%; ns).



Mul�variate regression analysis

Three regression models were built predic�ng three specific issues related to teachers' knowledge on
Sustainable Development Goals. The issues were teachers hearing about SDGs, knowing at least one of the
seven given facts on SGDs, and knowing at least one of the five main features of educa�on SDG (SDG 4).
Each of them were dichotomously categorised in the following way.

a. Hearing about SGDs: Heard and did not hear

b. Knowing about SDGs: Knew at least one of the seven given facts and did not know any

c. Knowing the main features of SDG 4: Knew at least one of the five features and did not know any

Thirteen independent variables were considered in each of the analysis. These are: ins�tu�on type, area
of ins�tu�on, gender of teacher, religion, elder sibling as teacher, parent as teacher, aim in life as teaching,
service length, having professional training, having subject based training, having educa�onal short training,
having a second occupa�on, and educa�onal qualifica�ons. All of them are categorical variables. A stepwise
approach was adopted so that only the sta�s�cally significant predictors came out in the final regression
models.

The model predic�ng hearing about SDGs considered nine variables, the model predic�ng knowing about
the facts of SDGs considered seven, and the model knowing the features of educa�on SDG (SDG 4)
considered two. Two variables were common in each model. These are ins�tu�on type and length of service
of teachers. In addi�on, four variables were common in the first two models. These are gender, teaching
as aim in life, having educa�onal short training, and educa�onal qualifica�ons. Furthermore, area of
ins�tu�ons appeared only in the first model and elder sibling as teacher in the second model. The predic�ve
variables collec�vely explained 8% of the varia�on in the dependent variables of each of the first two
models, and it was 3% in the third model. The models are provided in Tables 13.14 to 13.16, respec�vely.
Following are the summary of findings.

For hearing about SDGs:

� The teachers of Government schools were more likely to hear about the SGDs than the teachers
of other four types of ins�tu�ons. No difference was observed among the teachers of these four
types of ins�tu�ons. 

� The male teachers and the teachers of the ins�tu�ons located in rural areas were more likely to
hear about the SDGs than their respec�ve counterparts (females and teachers of urban
ins�tu�ons).

� The teachers who had a Master's degree were more likely to hear about the SDGs than those who
had a Bachelor's degree or lower educa�onal qualifica�on.

� Those who did not aim to be a teacher were more likely to hear about SDGs than those who had
an aim to be a teacher.

� No difference was observed in hearing about the SDGs among the teachers belonging to the first
and the third quar�le with regard to their length of service. However, they were highly likely to
hear about the SDGs than those belonging to the second and the fourth quar�les regarding length
of service.

� Teachers who had professional training, subject based training, and educa�onal short training were
more likely to hear about the SDGs than those who had not have these training.
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For knowing about the facts of SDGs

� The teachers of Government
schools were more likely to
know at least one of the seven
given facts of SDGs than the
teachers of the other four types
of ins�tu�ons. No difference
was observed among the
teachers of these four types of
ins�tu�ons. 

� The male teachers were more
likely to know at least one of the
seven given features of SDGs
than the female teachers. 

� The teachers who did not aim to
be a teacher were more likely to
know at least one of the seven
given features of SDGs than the
teachers who had an aim to be
teacher. Again, those who had
an elder sibling in teaching
profession were more likely to
know the same than those who
had no such elder sibling.

� The teachers who had a
Master's degree were more
likely to know at least one of the
seven given features of SDGs
than those who had a
Bachelor's degree or lower
educa�onal qualifica�on.

� No difference was observed in
knowing the facts of SDGs
among the teachers belonging
from the second to the fourth
quar�le with regard to their
length of service. However, they
were much less likely to do so
than those belonging to the first
quar�le regarding length of
service.

� Teachers who had received short training on educa�onal issues were more likely to know about
the facts of SDGs than those who did not receive such training.



For knowing the features of SDG 4

� The teachers of Government
schools were most likely to
know at least one of the five
features of SDGs followed by
those of School & Colleges with
a significant margin. The
teachers of remaining three
types of ins�tu�ons however
had an equal level of
knowledge, but they were less
likely to know these than those
of the above men�oned three
types of ins�tu�ons. 

� No difference was observed in
knowing the features of SDG 4
among the teachers belonging
from the first, second and
fourth quar�les with regard to
their length of service.
However, they were more likely
to know the features than
those belonging to the third
quar�le.

Qualita�ve insights

A�empts were also made to know
teachers knowledge on SDGs through
in-depth interviews. A frustra�ng result
came out. Many of them did not hear
about the SDGs. For instance, an
assistant head teacher of a Non-
government school in Mymensingh
said,‘ I have never heard about the
Sustainable Development Goals. So I
cannot say anything about these.’ A
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principal of a senior madrasa and a head teacher of a Government high school also opined in the same
way. Few teachers perceived that as part of job prepara�on the young teachers might study about SDGs.
In this regard, a head teacher of a Non-government school stated, ‘I did not hear about SDGs, but my
assistant teachers might hear as they appear in BCS examina�ons.’

Those who heard about SDGs men�oned that, mass media like newspaper and television were the main
sources for them. A few of the teachers however said that teachers might know about SDGs from internet.
In the words of a head teacher of a School & College in Barishal, ‘The issues of SDGs are frequently discussed
here and there. We can learn about these from newspapers and television channels. I think our teachers
also know about these because they o�en refer to SDGs’. Another group of teachers especially from



Though their knowledge on
SDGs was not clear and could
hardly think cri�cally about the
implica�ons of SDGs in the
opera�on of their educa�onal
ins�tu�ons they perceived that
our educa�on system was not
ready to achieve the SDGs.
Highligh�ng quality of
educa�on a major concern of
SDGs most of them argued that
because of poor teaching and
weak assessment system
quality of educa�on cannot be
achieved. So they emphasized
on ensuring fulfilment of the
pre-condi�ons of quality
educa�on, e.g. qualified
teacher and effec�ve training
for building teachers’ capacity
on pedagogy. 
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Government schools men�oned about various training courses and discussion from where they heard
about SDGs. However, a few of them was seen confused. They o�en mixed the SDGs with the Vision 2021
of Bangladesh. For instance, a head teacher of a Government school in Sylhet said, 

A group from a2i programme came to our school and talked about SDGs with special focus on quality
of educa�on. My colleagues might have some ideas on this. They know that there are some aims
to achieve Prime Minister’s vision. They work for this. For example, using ICT in teaching-
learning process. 



Chapter 14
Role of Teachers’ Associa�ons

Key Findings

Six different teacher associa�ons were iden�fied for the secondary level school teachers and two for the
madrasas. They were sub-divided into several quarters depending upon poli�cal and personal interest of
their leaders. 

Teacher development ini�a�ves undertaken by the government received no direct assistance from the
teacher associa�ons. 

Three out of every ten teachers were members of any of the teacher associa�ons. Majority of them (60.4%)
got membership influenced by their seniors, followed by those who became members on their own choice
(34.5%). About three-quarters of the members reported to par�cipate in some ac�vi�es of the associa�ons.
Major ac�vity seemed to be the regular mee�ng of the associa�ons.

About 13% of the teachers confessed that their par�cipa�on in associa�on ac�vi�es hindered teaching-
learning ac�vi�es in schools. 





Teachers play a pivotal role in the provision of quality educa�on. Unfortunately, in many countries around
the world, they have not been officially represented in the design of key educa�on reforms. In many of

these countries teachers are unionised. One of the main reasons for the detachment of teachers from
mainstream decision making is that the teachers unions o�en are in antagonis�c rela�onship with
governments. A growing body of global experiences shows that construc�ve collabora�on between
governments and teachers unions can lead to posi�ve outcomes for students. The teachers’ unions in this
subcon�nent including Bangladesh have never been viewed as construc�ve government-friendly
ins�tu�ons. This is because teachers are seen to be more interested in looking a�er their own pe�y interests
and personal wellbeing than in broader improvement of their professional quality and competence. This
chapter looks at the case of teachers' unions in Bangladesh and how they contribute to the goal of ensuring
quality educa�on for all.

A.   History of teachers’ movement 
The teachers’movement in Bangladesh aiming to their own wellbeingstartedduring the Bri�sh period,
separately for primary and secondary educa�on.The secondary teachers’organiza�on to carry out the
movement in the then Bengal was called All Bengal Teachers’ Associa�on (ABTA). Established in 1921, the
Associa�on included the teaching and non-teaching staff of aided and non-aided educa�onal ins�tu�ons.
The teachers of government educa�onal ins�tu�ons were kept out of this. Acharya Profulla Chandra Roy
was the first president of ABTA. Note that the first school teachers’ associa�on in Bri�sh India was the
Madras Associa�on of Women Teachers which was established in 1890, well before the Bengal Associa�on.
The Madras Associa�on later spread throughout southern and eastern parts of India. At the early stage of
the movement, some teachers and their leaders talked about their professi onal obliga�ons in terms of
how to maximise efficiency, but a formal organiza�onal commitment was missing. Under the leadership of
Dr Kazi Motahar Hossain, Dr Alim Al Razi and Principal Ibrahim Khan, College teachers were ini�ally
associated with ABTA but a�er the libera�on of Bangladesh, college teachers got separated from ABTA to
establish their own associa�on. 

The first president of College Teachers’ Associa�on was Professor Shariful Islam. He was the first to write
and assert about teachers’ needs and rights in line with UNESCO and ILO. His point of view included both
the teachers’ professional efficiency and teachers’ needs. There was a difference of opinion within the
associa�on regarding their role. One of the groups’understanding was that teachers’ associa�on’s role is
only to meet up their demands, but the other group considered that the quality of educa�on was also their
concern.

In order to meet the objec�ves of the Educa�on Watch study, the study team met with representa�ves of
different teachers’ associa�ons in Bangladesh in groups as well as individually to understand their func�ons
and ac�vi�es and their role in the development of teachers’ competency. There are two major types of
teachers’ associa�ons in Bangladesh for secular educa�on - one that looks a�er the interest of teachers in
government schools and the other that takes care of the private schools. There is another teachers’
associa�on for madrasas. In the discussion, high officials of those associa�ons talked about the success of
their movement, claiming that most of the posi�ve changes happening in the teachers’ job status were
resulted from their bargains with the government. This was par�cularly in the cases of fixing salary, scale
of pay, and benefits. It also appeared from the discussion that prior to taking any major decision regarding
teachers’ fate, the government hardly felt the necessity of taking teachers’ opinion into considera�on. 
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The teachers said that their sa�sfac�on in terms of status and salary largely affected quality of teaching.
Low status and poor salary seldom a�ract high calibre individuals into the profession. They also opined
that for some reasons or other all the pay commissions of the government largely undermined teachers’
status and their salary. Teachers’ representa�ves said strongly that ‘unless we come down to the streets,
the government do not pay a�en�on to our interest’. Therefore, many changes brought into the teachers’
quality, educa�on system and administra�ve rules were due to teachers’ movement. The representa�ves
of private schools felt that they neither had any job security nor any sa�sfac�on in their job. In order to
achieve significant success in realising teachers’ demands, they said, it is very important to keep close
connec�ons with major poli�cal par�es. Unless a group is backed by a large number of supporters of a
par�cular poli�cal party, par�cularly the ruling party, they said, it is very difficult to realize the demands. 

The teachers’ representa�ves thought that the quality of educa�on and teachers’ competence is an area
where teachers’ associa�on can contribute more in an indirect way than directly. They maintained tha�n
improving the status of the teacher is directly connected to the quality of educa�on so they fight for their
interests first. As a resulta large number of teachers try to remain a�ached to their relevant teachers'
associa�ons.

The actual number of teachers’ associa�ons for secondary schools and madrasas is not available but it is
assumed that their number would be around six for secondary schools and two or more in the case of
madrasas. The major associa�ons of secondary school teachers are: (a) Bangladesh Government Secondary
Teachers' Associa�on, (b) Bangladesh Non-Government Secondary Teachers' Associa�on, (c) Bangladesh
Teachers' Federa�on, (d) Shikkhok Kormochari Oikko Jote, (e) Na�onal Front of Teachers & Employees, and
(f) Bangladesh Technical Teachers' Associa�on. On the other hand, the prominent madrasa educa�on
teachers' associa�ons are: (a) Bangladesh Madrasa Teachers' Associa�on, and (b) Bangladesh Madrasa
General Teachers' Associa�on. 

B.   Associa�on membership and par�cipa�on in ac�vi�es
It was observed in the teacher survey that on average, 30.2% of the secondary school teachers had
membership of any of the teacher associa�ons (Figure 14.1). The male teachers were significantly ahead
of the female teachers in having membership of any teacher associa�on (32.9% versus 21%; p<0.001). The
same was observed for the school teachers compared to their counterparts in the madrasas (34.9% versus
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21%; p<0.001). However, no
sta�s�cally significant difference was
observed between the teachers of
rural and urban ins�tu�ons.
Membership of any teachers'
associa�on also varied significantly
with regard to type of ins�tu�on
(p<0.001). Figure 14.2 shows that
the teachers of Government schools
were at the top with 46.5% of them
being member of some associa�ons,
followed by those in the Non-
government schools (35.2%).
Whereas about a quarter of the
teachers of senior madrasas were
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members of teachers' associa�ons,
it was 18.7% among the teachers of
Dakhil madrasas. 

Although over a third of the
members of teachers' associa�ons
got membership on their own
choice (34.5%), the majority were
influenced by others (60.4%).
Nature of membership was more
‘general’ for three-fi�hs of the
members, who did not bear any
por�olio in the organiza�on.
Twenty-eight percent of the
members were holding ‘member’
posi�on in the execu�ve
commi�ees at various levels from
union to na�ona, and 12% were
holding other posi�ons in the
commi�ees. The teachers who got
membership of associa�ons
influenced by their colleagues were
least likely to be a commi�ee
member and those who took
membership influenced by
associa�on leaders were most likely
to be so and the self-interested
teachers were in between (Table
14.1). 

Membership of an associa�on demands certain roles and par�cipa�on from the general members. Not all
the members of the teacher associa�ons par�cipated in any organiza�onal ac�vi�es in the past one year.
Again, a group of teachers par�cipated in associa�on ac�vi�es even being without a member. Overall,
16.3% of the teachers were members as well par�cipated in associa�on ac�vi�es, 14% were members but
did not par�cipate in ac�vi�es, 6.1% were not a member of associa�on but par�cipated in associa�on
ac�vi�es, and 63.6% were not a member neither par�cipated in any ac�vi�es. Non-members par�cipa�on
in associa�on ac�vi�es was observed irrespec�ve of ins�tu�on type, gender, and area of ins�tu�on.

Although 30.2% of the teachers were the members of any associa�on, about three-quarters of them
claimed to be engaged with associa�on ac�vi�es over the past year. However, in total 22.4% of the teachers
men�oned that they took part in some ac�vi�es of the associa�on (Figure 14.3). Whereas, a quarter of
the male teachers claimed to be engaged with teachers' associa�on ac�vi�es, it was almost half among
the female teachers (12.3%) (p<0.001). Propor�onately more school teachers were engaged with
associa�on ac�vi�es than their counterparts in the madrasas (24.3% versus 18.5%; p<0.001). No sta�s�cally
significant difference was observed between the teachers of rural and urban educa�onal ins�tu�ons with
regard to their engagement with teachers' associa�on ac�vi�es. 
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Colleges, and 16.7% of those in senior madrasas par�cipated in associa�on ac�vi�es during last one year
prior to interview. 

Teachers who par�cipated in associa�on ac�vi�es were asked to men�on the name of the ac�vi�es in
which they took part. In response to this ques�on teachers provided mul�ple responses. Majority of the
teachers in all types of ins�tu�ons reported that ‘a�endance’ as one of the main tasks they have done as
members during the past year. They were 59.4% of the member-teachers in the sample – 73.8% among
the teachers of Government schools and 47.9% among those of Dakhil madrasas (Table 14.2). Over 45% of
the members a�ended in the movement for obtaining educa�onal rights in general, less than a third
a�ended for teachers’ rights movement. Other ac�vi�es like helping others, tree planta�on, membership
raising etc. were some ac�vi�es where fewer numbers of teachers took part during the one year reference
period. Teachers’ involvement in associa�on ac�vi�es does not signify much that they were largely
interested in associa�on ac�vi�es. That is, teacher leaders were not very much successful in mo�va�ng
their followers to be involved in associa�on ac�vi�es.

It also came out during the in-depth interviews with the teachers that members’ par�cipa�on in various
ac�vi�es was passive. Some teachers’engagement with the associa�on was superficial and they did not
possess any ownership of the associa�on. In most cases,teachers tended to ignore the instruc�ons that
come from the associa�on. However, avoidance of associa�on ac�vi�es was not always possible due to

Two extreme cases were the
Government schools and Dakhil
madrasas. Propor�on of teachers as
members of associa�on was highest
in Government schools; non-
par�cipa�on of the members in
associa�on ac�vi�es was also
highest in these ins�tu�ons (28%).
Again, par�cipa�on of non-members
in associa�on ac�vi�es was also
lowest there (1.8%). All these made
par�cipa�on level much lower
among the teachers of Government
schools. Only a fi�h of the teachers
of Government schools par�cipated
in associa�on ac�vi�es over the past
year (Figure 14.4). A reverse scenario
was observed in Dakhil madrasas.
Here, the propor�on of non-
members par�cipa�ng in associa�on
ac�vi�es was the highest (7%) and
non-par�cipa�on of members was
lowest (5.4%). Here too, about a fi�h
of the teachers par�cipated in
associa�on ac�vi�es. Nearly a
quarter of the teachers of Non-
government schools and School &

.0



C.   Effect of membership in school business  
Whether there is any rela�onship between teachers’ day to day ac�vi�es and being a member of the
associa�on was sought through the teacher survey. That is, the teachers were asked to report whether
their par�cipa�on in associa�on ac�vi�es caused any problem in serving the educa�onal ins�tu�ons.
Teachers’ response with this regard was quite nega�ve and only a few of them men�oned that par�cipa�on
in associa�on ac�vi�es was a hindrance to their teaching. Details are shown in Table 14.3. Overall, 12.8%
of the teachers who par�cipated in associa�on ac�vi�es reported that teaching-learning ac�vi�es were
affected by their par�cipa�on in associa�on related ac�vi�es. This propor�on significantly varied by area
of ins�tu�on and broad ins�tu�on type, but not by gender of teachers. Propor�onately more rural teachers
reported to be affected than their urban counterparts and the school teachers reported this more than the
madrasa teachers. No sta�s�cally significant varia�on was observed by ins�tu�on type. The connec�on
between par�cipa�on in associa�on ac�vi�es and teaching-learning ac�vi�es was not found significant in
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demand and expecta�on
from seniors who might
be a leader of the
associa�on. For instance,
an assistant teacher of
Accoun�ng in a Non-
government school at
Mymensingh stated, ‘I am
not ac�vely involved with
the teachers' associa�on,
but if my head teacher
asks me to a�end any
mee�ng, seminar or
movement of the
associa�on I just go
there.’ The other teachers
also expressed their
views in a similar way. 

many aspects. The
associa�on leaders may take
this informa�on into their
cognizance so that they can
u�lize their fellow members’
service with cau�on. 

The teachers who were not
members of any associa�on
and did not take part in any
associa�on related ac�vi�es
were likely to conduct fewer
classes as per class rou�ne
than those who were
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members or par�cipated in
associa�on ac�vi�es (Table
14.4). No sta�s�cally
significant difference was
found between the members
and non-members of teacher
associa�ons with regard to
their involvement in private
tutoring, but those who have
par�cipated in teacher
associa�on ac�vi�es over the
past year were less likely to
engage in private tutoring
(18.7% versus 23.4%;
p<0.01). No sta�s�cally significant difference was observed in teachers’ involvement in addi�onal teaching
ac�vi�es in educa�onal ins�tu�ons with regard to their membership of teacher associa�on or par�cipa�ng
in associa�on ac�vi�es.

Mul�variate regression analysis

A mul�variate regression analysis was carried out to predict teachers’ membership with thei rassocia�ons
and their par�cipa�on in associa�on ac�vi�es. Therefore, two regression models were built. Both of the
dependent variables were categorical with two values i.e., dichotomous in nature. These are,

� Associa�on membership: member and non-member

� Par�cipa�on in associa�on ac�vi�es: par�cipated over the past year and did not par�cipate

The number of explanatory variables were 12. These are ins�tu�on type, gender of teacher, area of
ins�tu�on, religion, educa�onal qualifica�ons, length of service, elder sibling as teacher, parent as teacher,
teaching as aim in life, sa�sfac�on with profession, sa�sfac�on with ins�tu�on, and sa�sfac�on with
remunera�on. A step wise approach was applied in both and therefore only the sta�s�cally significant
variables appeared in the final models. 

Of the 12 explanatory variables, six came out as significant predictors in each final model. Five of them were
common in both. The common variables were ins�tu�on type, gender of teacher, length of service, educa�onal
qualifica�ons, and sa�sfac�on with remunera�on. In addi�on, sa�sfac�on with profession came out as a
predictor of membership and area of ins�tu�on came out as a predictor of par�cipa�on in ac�vi�es. The
regression models are provided in Tables 14.5 and 14.6. Following are the summary of findings.

� The Government and Non-government school teachers were equally likely to be a member of
teacher associa�ons. The teachers of the other ins�tu�ons were less likely to do so compared to
the Government school teachers. Regarding par�cipa�on in associa�on ac�vi�es, the teachers of
Non-government schools were significantly ahead of those in Government schools. No difference
was observed between the teachers of Government schools and any of the remaining three types
of ins�tu�ons.

� The males, Master's degree holders, and those who were sa�sfied with their remunera�on were
more likely to be a member of teacher associa�on and par�cipate in its ac�vi�es over the past



year's than their respec�ve counterparts such as females, having Bachelor's degree or below
educa�onal qualifica�on and those who were not sa�sfied with their remunera�on, respec�vely.

� The teachers who belonged to the fourth quarter in terms of length of service were significantly
ahead in having membership of teacher associa�on and par�cipate in its ac�vi�es than those
belonging to the first quarter. No difference was observed in cases between the teachers belonging
to the first and any of the middle two quarters. 

� The teachers who were sa�sfied with their profession were more likely to be a member of a
teachers' associa�on than those who were not sa�sfied with their profession. No such rela�onship
was observed in the case of par�cipa�on in associa�on ac�vi�es.

� The teachers of the urban educa�onal ins�tu�ons were more likely to par�cipate in associa�on
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ac�vi�es than their
counterparts in rural
ins�tu�ons. Area of
ins�tu�on was not a
significant issue in rela�on to
membership of teacher
associa�on.

The above predic�ve variables
explained a small por�on on the
varia�ons in the dependent variables.
It was 6% (Cox & Snell R2) and 8%
(Nagelkerke R2) for the model on
membership and 4% (Cox & Snell R2)
and 7% (Nagelkerke R2) for the model
on par�cipa�on in teachers'
associa�on ac�vi�es.

As obtained from in-depth interviews
with the teachers, their professional
and social background also had an
influence on their involvement with
the associa�on. The young teachers
were largely found not to be
interested in the associa�on. Some of
them said that they were yet to se�le
with their profession and some
showed their busyness in searching a
be�er job as a reason of not being a
member of any teacher associa�on.
Some of them did not hear about
existence of such organiza�on. On the
other hand, a mixed behaviour was
observed among those who were
rela�vely older. Loca�on of the
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ins�tu�ons also played a role in
determining teachers’ involvement
with the associa�on. The teachers of
the ins�tu�ons situated in the
rela�vely remote areas were less
involved with the associa�on, though
they also got no�fica�ons of various
ac�vi�es of the associa�ons. Such a
phenomenon was reported by a
Biology teacher of a School & College.
Besides, a good por�on of the
teachers avoided the ac�vi�es of the
associa�on as they were not
convinced at roles of teacher
associa�ons. With this regard, a
teacher of Bangladesh & Global
Studies of a Government school
u�ered with grief –‘I do not have any
connec�on with the teachers’
associa�on because I find no
significance of it. In my observa�on
they play no role to enhance
teachers’ capacity’.  

D.  Government-Associa�on
rela�onship

A mixed opinion of the teachers was
observed about the role of their
associa�ons regarding decision-
making process of the government
for educa�on. A sec�on of the
teachers was found to be sa�sfied
with the rela�onship between the
government and teachers’
associa�ons. These teachers mostly
highlighted various ac�vi�es of the government in recent past. However, another sec�on of the teachers
said that the government, in general, was not interested in discussion with the teachers' associa�ons. One
of the teacher leaders belonging to this la�er group men�oned that‘ the government made many
commitments to the teachers, but did not keep those’. Some of these teachers said, ‘the government sits
with the teacher associa�ons for poli�cal interest. Teachers play a big role in the elec�ons; therefore, to
keep them happy, the government has to sit with teacher leaders before decision making.’ A teacher said
in detail about this. According to him, there are three layers of teachers associa�on in Bangladesh – central,
district and upazila. Of these, central and upazila levels are very important and therefore strong. The leaders
who are at the central level are quite empowered. Upazila level teachers are associated with local poli�cs.
However, the influence of district level bodies is negligible. As a result, the issues do not rise up
systema�cally from grassroots to the centre and informa�on is not systema�cally delivered. 



No�ng the poli�cal affilia�on of the teacher associa�ons, the teachers informed that there are many teacher
organiza�ons, majority of them are unregistered. They claimed that almost all of them are patronised by
poli�cal par�es. A few of them are more influen�al in terms of membership, but majority are not. One-
third of secondary school teachers are affiliated with any teachers’ organiza�on. Poin�ng to numerous
teachers’ organiza�ons some teachers tried to say that it may be a strategy of the government to keep
teachers divided into many groups so that they cannot grow with strong opposi�on force against the
government decision.

The secondary school teachers in interviews also opined that regardless of the nature of the teachers’
associa�ons these were used as a poli�cal pla�orm by a group of influen�al teacher-leaders who were
involved or had an inten�on to be involved in local and na�onal level poli�cs in future. Therefore, instead
of securing the interest of general teachers few teachers used the associa�on as a poli�cal weapon through
which they intended to have popularity for poli�cal purposes in the community. A group of teachers viewed
that the leaders of the teacher associa�ons should not be selected based on any poli�cal affilia�on rather
their intellectual capability should be considered.

Another group of teachers argued that the more decentraliza�on of the teachers’ associa�on is made, the
more will be the possibility of poli�cal malprac�ce. Therefore, teachers demanded for only one central
teachers’ associa�on instead of many at different levels. Anassistant head teachers of a Non-government
high school said:

There are seven/eight teachers’ associa�ons in this upazila which I do not like at all because they
are many in number and also they have poli�cal dimensions. There should be only one teachers’
associa�on where all the schools would be the members. This associa�on will discuss and nego�ate
with the government regarding the issues related to the teachers’ professional development,
unfortunately the associa�ons focus only on self-interest.

Therefore, it is the expecta�on of teachers that, the teachers’ associa�on should be free from any poli�cal
influence so that all the teachers can enjoy the benefits equally. To secure this, crea�on of a central teachers’
associa�on was a demand from a group of teachers.

It was found from the discussion with the teacher associa�ons’ leaders that all of their cons�tu�ons
underscore the importance of quality of educa�on and the associa�ons provide their verdicts regarding
any major changes in the curriculum or educa�on system in the country. There was a long demand from
the teachers’ associa�ons to employ and engage subject wise teachers in the educa�onal ins�tu�ons to
teach par�cular subjects. This demand has not been fulfilled; in prac�ce, teachers have to teach various
subjects though all of them may not be related to their field of study.

They men�oned that in principle, the government recognizes the importance of teachers associa�on and
some �me share their views regarding formula�on of new policy, but prior to implementa�on of any policy
government do not discuss the ma�er with the associa�on. In the opinion of the teachers associa�on, ‘the
government comes to us only when a conflict arises between the teachers and government policy’. One of
the burning examples, as they men�oned, was related to recruitment of qualified individuals as teachers.
The teacher leaders said that the associa�ons demanded to the government to set up a body like
Bangladesh Public Service Commission (BPSC) to recruit teachers for the private secondary educa�onal
ins�tu�ons. On their demand, the government set up the Non-government Teachers Registra�on and
Cer�fica�on Authority (NTRCA). The authority just conducts examina�on for the teachers, recruitment is
s�ll in the hands of the respec�ve School Managing Commi�ees or the Governing Bodies. In the opinion
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of the leaders, ‘it is a bureaucra�c set up and is not working in the way we had expected’. Again, NTRCA is
working only for the private secondary school teachers, but the other important stream of educa�on like
madrasa is not included in its scheme. 

E.   Protec�on of teachers’ interest 
In response to a ques�on, ‘how the associa�on protects teachers’ interest,’ majority of the teachers said
that the associa�ons could do li�le in this ma�er except se�ng up the pay scale for the teachers of private
educa�onal ins�tu�ons. A teacher, as well as a leader of an associa�on, told that this pay scale is one of
their successes they have got as a result of long persis�ng demand. However, the majority of the teachers
did not receive the salary as per the revised pay scale. A large number of non-government eligible teachers
did not get the salary subven�on from the government (grant or Monthly Pay Order or MPO). Regarding
the grant issue, the non-government teachers observed human chain and staged a demonstra�on in front
of the Na�onal Press Club in June 2012 when the then Chairperson of the Parliamentary Standing
Commi�ee for Educa�on met the demonstra�ng teachers and expressed his solidarity with their demands.
Later, in December 2017, teachers associa�ons staged a big demonstra�on in the same place. In this
demonstra�on, teachers raised their demands about their socio-economic and professional development
including na�onaliza�on of all private educa�onal ins�tu�ons. They resorted to hunger strike from 26
December 2017 to 5 January 2018 and raised their three demands, such as (i) government must enlist the
non-grant educa�onal ins�tu�ons for grant within May 2018 as they wanted to see implementa�on within
the tenure of this government (ii) recogni�on to non-grant ins�tu�ons following the exis�ng criteria;
otherwise developing new criteria may invite corrup�on, and (iii) to include teacher representa�ve in the
process of declara�on of grant ins�tu�ons so that they can posi�vely contribute to the ma�er. Following
their demand, the personal secretary-1 of the then Prime Minister went to the teachers to let them know
the PM’s consent to their demand and requested them to go back to the classrooms. As a result, the
government enlisted 1,000 educa�onal ins�tu�ons under grant scheme to be executed from the following
fiscal year, though there were about 5,000 ins�tu�ons eligible to be enlisted. One of the teacher leaders
men�oned: 

Actually, it is not the associa�on but poli�cal leadership, which is responsible for protec�ng teachers’
interest.  For instance, teachers’ salary was increased three �mes in the na�onal pay scale during
the �me of Awami League government. This government took two major decisions about teachers.
One of them is establishing a separate pay scale for teachers and the other is to set up a separate
public service commission for teachers’ recruitment. 

However, those decisions did not see the light of the day yet. One of the teachers men�oned, ‘though they
received the basic payment according to the na�onal pay scale, they are deprived of other facili�es such
as promo�on and transfer’. The respondents who were teachers from non-government ins�tu�ons said
that they do not have transfer op�ons like the government school teachers. 

Teachers also men�oned that a systema�c change occurred in the recruitment of teachers at government
secondary schools. At present corrup�on reduced to some extent as the recruitment process is supervised
by the BPSC. Moreover, those who have M. Phil. or Ph.D. degree are directly qualified for assistant professor
in college. However, ‘Mapping” the change which was needed desperately is not accompanied.
Unemployment problem and poli�cal goodwill is the main reason behind this issue. As a result, 150
thousand teachers of 9 thousand educa�onal ins�tu�ons are con�nuing their job without payment.
However, the educa�on office has expressed their commitment to include them in the pay order list but
the result is s�ll disappoin�ng and they are wai�ng for the government’s poli�cal decision.
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F.    Enhancing professional capacity of teachers
Most of the teachers who were considered for in-depth interviews, irrespec�ve of ins�tu�on type, had a
common thought that the teachers' associa�ons did not have much contribu�on for enhancing the
professional capacity of the teachers'.  Associa�ons’ over emphasis on ac�vi�es for securing teachers’
salary and benefits, �me scale, selec�on grade etc., but sidestepping the issues of teachers’ professional
development was not taken well by the teachers. They showed their dissa�sfac�on with this regard at a
complaining tone. For instance, a Bangla teacher of a Government school said, ‘the teachers’ associa�ons
are not playing minimum role to enhance teachers’ professional skill or qualifica�on. Instead they are busy
for grabbing various benefits’. A number of teachers from each type of the ins�tu�ons expressed their
frustra�on in a similar way. 

A group of teachers reported that besides working for securing the ins�tu�onal benefits the associa�ons
also helped the teachers in their crisis moments. A head teacher of a Non-government school provided an
example with this regard. When a teacher died and his family experienced acute financial scarcity the
teachers’ associa�on of that area came forward to donate some money to his family. Another head teacher
of a School & College perceived the teachers’ associa�on as a pla�orm for sharing their personal sorrows
and happiness. So, it is evident that, teachers’ associa�ons’ main focus was not the professional
enhancement of the teachers but enhancing them financially. However, the interviewed teachers expected
a strong role of the teachers’ associa�ons regarding their professional capacity enhancement. Many of
them believed that if the associa�ons were cordial regarding professional capacity building of the teachers
then they would be able to accomplish these. As per their voice the associa�ons’ leaders had access to the
ministry and they had the power to influence the government for providing their financial and professional
benefits. With this regard, a Bangla teacher of a Government school men�oned, ‘If the associa�ons wish
they can do many things to enhance teachers’ professional skills i.e. organizing capacity building workshop’.
A head teacher of a Government school said, ‘The regional teachers’ associa�on can raise the issues of
teachers’ professional capacity building to the ministry.’ His colleague, a Mathema�cs teacher of the same
ins�tu�on also opined in the same way. Therefore, it can be said that regarding the issues of professional
capacity development, the teachers expected an ac�ve role of the teachers’ associa�ons. However, their
efforts were mostly occupied only to ensuring the financial benefits. 

Preparing ques�ons for terminal examina�ons and supplying those to the schools on payment were
common prac�ce of the teachers’ associa�ons. A large group of teachers from various types of ins�tu�ons
perceived this as a barrier of their professional capacity building because if they could prepare the ques�ons
by themselves, this might add value to their professional profile. Therefore, through supplying the
examina�on ques�on papers the teachers’ associa�ons were hindering teachers’ professional skills
development instead of enhancing those.    

Whereas most of the interviewed teachers cri�cized the role of teachers’ associa�on nega�vely, two head
teachers did it another way. A head teacher of a School & College appreciated the associa�ons’ role in
supplying syllabus and ques�on papers to the educa�onal ins�tu�ons, and instruc�ng the teachers in
quality issues. On the other hand, a head teacher of a Government school admired the teachers’ associa�on
for playing a strong role regarding the enhancement of teachers’ job status. In his word, 

Teachers’ associa�on places teachers’ demand to the government and through this the associa�on
tries to enhance the quality of teachers’ lives. At present, teachers are honoured as a first class
officer of the state. Moreover, the assistant head teachers now can be promoted to assistant district
educa�on officer. The teachers’ associa�on played a strong role to bring this rule in place.     
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Though they appreciated the role of teachers’ associa�ons it was not for their contribu�on in teachers’
professional enhancement but for the financial benefits of the teachers. Therefore, it can be said that the
teachers in general were not happy with the ac�vi�es of the teachers’ associa�ons. They argued that the
actual role of the teachers’ associa�ons should be improving the overall educa�on system and placing
teachers’ logical demands, needs and objec�on to the right place, not bargaining for financial benefits only.  

Epilogue 

Teachers’ qualita�ve development in terms of professional and personal wellbeing should be the
responsibility of government as well as teachers’ associa�on. Government is con�nuously trying to do that
but in most of the cases without the direct assistance of the teachers' associa�ons. There are teachers'
associa�ons based on their types of ins�tu�ons like government, non-government and madrasas. However,
these organiza�ons are again sub-divided into several quarters depending upon poli�cal and some leaders’
personal interest. Such fragmenta�ons actually resulted into many malprac�ces and depriva�on from the
rights of the teachers that they duly deserve. Large numbers of secondary school teachers belong to the
group of MPO supported non-government schools and they suffer from various professional and financial
weaknesses. The quality of educa�on and teachers’ competence is an area where teachers’ associa�on
can contribute more but in reality, they work as a pressure group in the ma�ers of financial and personal
beneficial aspects only. 

Besides some, only limited number of teachers (less than one third) holds membership of any associa�on
and many of them do not par�cipate in the associa�ons’ ac�vi�es with respect. Teachers' less involvement
in associa�on ac�vi�es make their demand weak in one hand and on the other hand government delays
in fulfilling their demand. Moreover, majority of the teachers' associa�ons are poli�cally affiliated and
therefore, demands are not duly appreciated. It is clearly found that the government recognizes the
importance of teachers' associa�on and some �me share their views regarding formula�on of new policy,
but prior to implementa�on of any policy government do not discuss the ma�er with the associa�on. S�ll,
large numbers of teachers outside government system are not receiving any financial assistance from the
government. Finally, it can be men�oned that in terms of quality of educa�on and development of teachers’
quality the associa�ons are largely silent. 
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Chapter 15
Discussion of Key Findings and 
Policy Recommenda�ons
Key Findings

A favourable student-teacher ra�o in every educa�onal ins�tu�on should be ensured through appoin�ng
more teachers. Recruitment of temporary teachers should be avoided.

Teacher training capacity aiming to teach only by a formally trained teacher in pedagogy should be
increased. Scope and capacity of subject-based and other short training courses need to be expanded from
a lifelong learning perspec�ve. 

Annual teacher assessment based on their classroom performance should be introduced to keep them
obliged to improve classroom teaching. Monitoring school visits needs to be emphasised. Feedback and
follow-up mechanisms should also be in place.

Expansion of use of technologies in educa�on should be priori�sed. Quick expansion of ICT labs, high-speed
internet facili�es, quality equipment at ins�tu�on level, and having teachers’ own ICT devices can be helpful
with this regard. 

In order to address widening inequality within and among various types of educa�onal ins�tu�ons, a serious
a�empt should be made to reduce the gaps with regard to teachers’ educa�onal qualifica�ons, and
availability of infrastructure and other facili�es in the ins�tu�ons. Non-government schools and Dakhil
madrasas need special a�en�on.

Review of promo�on policy with the principle ‘change of designa�on with the change of grade’ may be
seriously thought of to create an incen�ve mechanism and to increase job sa�sfac�on of the teachers. 

The secondary teaching community should seriously think about a major review of the role of their
associa�ons with regard to 21st century needs. 

A similar study as this can be carried out onteachers of primary educa�on. 





This final chapter summarises the key findings of this study on the teachers of secondary educa�onal
ins�tu�ons in Bangladesh. It also discusses the findings in light of the SDG 4 and iden�fies the gaps in

achieving various targets of this par�cular goal. Some policy recommenda�ons are also made for
considera�on by the respec�ve stakeholders so that Bangladesh can achieve SDG 4 on �me.  

A.   Discussion
The Educa�on Watch pla�orm is in its 20th year now. This is a major feat which very few similar ini�a�ves
have been able to achieve in the world. For this year, the Educa�on Watch group decided to devote focus
specifically on the teachers of secondary educa�on. Although a number of issues related to the teachers
of primary and secondary educa�on were explored in the previous Educa�on Watch studies, this is for the
first �me that the teachers’ lives, living, and their development have been explored na�onally. The issues
addressed in this study were diverse – star�ng from the household demography of the teachers to issues
on professional and personal lives and their involvement in the ac�vi�es of teachers’ associa�ons. Three
types of secondary educa�onal ins�tu�ons under general educa�on stream, viz., Government school, Non-
government school and School & College, and two types of madrasas, viz., Dakhil madrasa and senior
madrasa (combining Alim, Fazil and Kamil) were looked at. Permanent teachers teaching from grade VI to
X were the subjects of this study. Benefits of a mixed-method approach using both quan�ta�ve and
qualita�ve research techniques were harnessed.

It is universally known that teachers are extremely important and inseparable component of any educa�on
system. The first Educa�on Commission of Bangladesh recognized their roles in educa�on by saying that
‘teachers’ are the heart of any educa�on system, and quality of educa�on solely depended on the quality
of teachers and the efforts they take’ (Government of Bangladesh 1974). The global community also highly
emphasized the teachers’ roles and responsibili�es in the journey towards crea�ng a learning society.
Drawing teachers into the decision making posi�on, the Delors Commission, in its report to UNESCO on
educa�on for 21st century, proposed four pillars of educa�on – learning to know, to do, to be and to live
together, which provided an integrated vision of educa�on (Delors et al. 1996). The latest one is the role
of teachers in achieving the SDGs. The expecta�ons of SDGs are much higher and integrated in nature
compared to any other previous global development ini�a�ves (United Na�ons 2015). The Educa�on SDG
(SDG 4) intends to achieve quality educa�on for all with equity from pre-primary to higher secondary level
and, therefore, quality teachers with relevant pedagogical training were thought to be essen�al. Besides,
the SDG target 4.7 s�pulates that by 2030, the learners’ would acquire such knowledge and skills that
would help promote global sustainable development, which certainly include all the 17 SDGs. The role of
the teachers is undoubtedly very vital with this regard as well.  

Teaching as a sector of employment is one of the largest in Bangladesh with over 1.1 million teachers from
pre-primary to ter�ary educa�on (BANBEIS 2017). Those who teach at secondary level comprise nearly a
third (32.8%) of total teaching force and about two-thirds (65.8%) of post-primary teaching force. The
teachers comprise 22% of the total service sector employment with similar educa�on, i.e., higher secondary
and above in Bangladesh. The secondary school teachers comprise over 14% of the ter�ary educated service
sector employees (EW calcula�on based on data from BANBEIS 2017, BBS 2018 and Ullah 2018). Again,
whereas only 15% of the popula�on aged similar to the teachers in Bangladesh completed only secondary
educa�on1, 48.8% of the teachers’ of secondary educa�on had a Master's degree. Therefore, the teachers,
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as an organized and educated professional group, have the poten�al to help achieve the SDGs. Again, these
teachers take care of about 37 million students, which create another layer of opportunity to mo�vate,
teach and improve skills so that they can get prepared for achieving global sustainable development. All
the above put the teachers in a unique posi�on to ac�vely par�cipate in achieving the SDGs and to inspire,
mo�vate, and prepare the younger genera�on for a sustainable earth.  

The secondary educa�on sector in Bangladesh has grown significantly in recent past in terms of expansion.
Since 2008, the student popula�on has risen by 43.4%. But the teaching force, on the other hand, has risen
by 13.2%. The educa�onal ins�tu�ons have grown by 3.7%. Such an uneven growth has implica�ons for
number of students per ins�tu�on and as well as on student-teacher ra�o. This study did not collect any
informa�on on the infrastructure other facili�es over �me, but it can be said that the pressure of students
on the ins�tu�ons as well as on the teachers has increased tremendously. This phenomenon is likely to
have nega�ve implica�ons on the provision of quality teaching. The first issue with this regard is inadequate
number of approved teaching posi�ons for the educa�onal ins�tu�ons. If all the approved posi�ons were
filled up through permanent recruitment, the student-teacher ra�o would have been more than 40:1 in
27.4% of the ins�tu�ons; of which more than 60:1 in 12% of them. To meet the shortage, as was found in
this study, a half of the ins�tu�ons with good financial ability recruited temporary teachers. This could,
somehow, decrease the pressure for a sec�on of the ins�tu�ons, but not for the remaining half of the
ins�tu�ons, par�cularly those which were financially not able to do so.

The opposite side of the coin is that a good por�on of the educa�onal ins�tu�ons, mostly from among the
madrasas, had very few students compared to the approved teaching posi�ons and number of permanent
teachers there. The student-teacher ra�o was much lower in those ins�tu�ons. In the la�er case, over a
fi�h of the ins�tu�ons had less than 20 students against one permanent teacher, which were found in 30%
of the madrasas. Therefore, majority of the secondary educa�onal ins�tu�ons suffer from scarcity of
teachers and a smaller por�on of the ins�tu�ons enjoy overflow. Some administra�ve interven�on may
be required to make it in order.

The other related issue is recruitment of temporary teachers. It is prac�ced because of shortage of teachers
in the ins�tu�ons in terms of number of students. In most cases, posi�ons are already created, though
inadequate in number, but the problem lies with inac�ve/reluctant role of authori�es in recrui�ng
permanent teachers. Again, the temporary teaching staff are obliged to work like as permanent teachers
without guaranteeing job security. Moreover, instead of being specialist resource provision teachers, they
are just job seeker educated youth, who in general expect permanent jobs. Therefore the temporary
teachers cannot work with adequate concentra�on rather always busy in searching for permanent jobs.
As there is no possibility to reduce the number of students in the secondary educa�onal ins�tu�ons, need
of teacher is a permanent issue. Therefore, a permanent solu�on is be�er through crea�ng more teaching
posi�ons in the ins�tu�ons and fulfilling those immediately.

Increasingly teachers with higher educa�onal qualifica�ons were recruited for teaching posi�ons in
secondary educa�onal ins�tu�ons over �me. This is no doubt a good sign for secondary educa�on in
Bangladesh. At the same �me, a large por�on of the teachers joined the profession not by choice. Such
people preferred other professions and occupa�ons, but joined in present profession without any prior
thinking about the profession; for some it was absolutely unplanned. Such a situa�on may have nega�ve
influence on the profession as well as on quality of teaching and resul�ng learning.
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Some of the teachers, during in-depth interviews, explained how they were inspired by their own teachers
or any rela�ve teachers to choose teaching as profession. However, this did not happen for majority of
them. In the Educa�on Watch 2017 study, in response to a ques�on ‘whether they looked upon teachers
as role models for ethical and moral standard’, 65% of the secondary level students responded posi�vely;
however, a quarter replied in the nega�ve (Ahmed et al. 2018). Surprisingly, a half of the teachers also
responded nega�vely to the same ques�on. This means that the teachers are aware of how they are looked
upon by their own students.These should be taken seriously as it is expected that the teachers would be
the first to rely on, a�er the parents, inevery aspect of life. Now the ques�on is, what are the factors that
made the teachers’ image so low as an idol? How all the teachers can be developed idol to the students is
a more important ques�on, which needs to be explored. Educa�onal ins�tu�ons and the teacher
associa�ons may look at the issue to find out a probable solu�on. 

The public sector is in general a�rac�ve to a job seeker. The same was observed with respect to having a
teaching job in Government secondary schools. A main reason is perhaps the a�rac�ve remunera�on
package. Although the basic monthly salary for teaching in any secondary educa�onal ins�tu�on is the
same, the Government school teachers get other benefits and perks more than those of private ins�tu�ons
(grant or non-grant) including re�rement benefits. Second is the job security as these are covered by the
revenue budget (as against development budget which has some uncertainty depending on availability of
non-revenue funds). It was observed that about two-thirds of the teachers of Government schools had
moved in from teaching in private educa�onal ins�tu�ons. It is a common prac�ce that the graduates first
take a job in the private ins�tu�ons for teaching or anything else and then keep trying for a job in
Government schools as long as they are eligible in terms of age limit. Such a natural selec�on process of
secondary educa�on teaching market resulted concentra�on of more qualified teachers in terms of
educa�on (with postgraduate degrees, be�er performance in public examina�ons and studying Science)
in the Government secondary schools. The School & Colleges can be placed in second posi�on, the Non-
government schools and senior madrasas jointly third and the Dakhil madrasas at the bo�om in terms of
choice as a des�na�on of secondary educa�onal ins�tu�on for teaching. Such a differen�ated choice of
ins�tu�ons may get stronger over �me with differen�a�on in physical facili�es, proximity to an urban centre
and other determinants. 

One of the important target in SDG 4 is to provide educa�on to all children through a qualified teacher
who has formal training on pedagogy (Target 4c). Although the situa�on has improved over �me, a large
propor�on of the secondary students in Bangladesh were s�ll deprived of this as over a third of their
teachers did not have such training. The students of the madrasas were more deprived in this because two-
thirds of Dakhil and a half of the senior madrasa teachers had no formal training on pedagogy. It was good
to see that the teachers understood the importance of pedagogical training and all the teachers who did
not have formal pedagogical training wanted to have such training. This study observed that the young
teachers (belonging to the first quar�le of the teachers in terms of service length), males and Master's
degree holders were less likely to have this training. A sec�on of these untrained teachers might be wai�ng
for changing their job especially those who were in Non-government schools and Dakhil madrasas. Another
sec�on may not have been able to manage leave from their respec�ve ins�tu�ons to pursue training.
Whatever the case, it is important to take steps so that all the teachers are trained. This can be done through
making it an obligatory provision for the educa�onal ins�tu�ons by imposing a �me barrier. An interlinked
issue is the provision of receiving such training in service. Over three-quarters of the currently trained
teachers received pedagogical training while in service. The teacher recruitment policy s�ll allows
appoin�ng of untrained graduates as teachers. If the policy con�nues, it would never be possible to achieve
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this target of SDG to provide pedagogical training to about 120,000 untrained teachers as well as to those
who will be recruited up to 2030. Therefore, a massive ini�a�ve with high priority should be considered
through capacity building of the teacher training ins�tu�ons, both in public and non-governmental sectors.

The other means of increasing quality of the teachers as well as of educa�on is the provision of in-service
training for them on various subjects they teach and different short courses on issues related to educa�onal
ma�ers. It was observed that a larger propor�on of the teachers (than those who received formal
pedagogical training) were provided subject-based training and/or short training courses on various
educa�onal ma�ers. Majority of the teachers who received these training got it very recently and these
were mostly held at the auspices of the Ministry of Educa�on. This indicates the government’s good
inten�on and effort to improve quality of teachers. Each teacher teaches around 5-6 subjects in different
grades of secondary educa�on; therefore, 1-2 subject-based training is not adequate for them. They need
training on each of the subjects they teach which should be repeated several �mes. Again, short courses
on ICT, computer applica�on, curriculum, teaching quality improvement, crea�ve ques�on prepara�on,
student assessment etc. are very generic type, and therefore, each of the teachers should receive such
training. Analysis of data for this study shows that propor�on of subject teachers receiving subject-based
training on any par�cular subject did not reach 45%, and at the upper end less than a third of all teachers
received short training course on ICT and crea�ve ques�on prepara�on. All these indicate huge training
gap among the teachers of secondary educa�onal ins�tu�ons.  

A more important issue, perhaps, is how much of such training is reflected in classroom teaching.
Observa�on of teaching-learning prac�ce in real classroom se�ng, done for this study, gave a gloomy
picture. Teachers were found monotonously following lecture method irrespec�ve of subjects without use
of any teaching aids and promo�ng rote learning. There was an element of reluctance on the part of
teachers to use any ICT devices or mul�media or to engage students in learning process. The delivery of
the teachers was largely one way. A good amount of teaching �me was spent in searching the ‘answer’ of
probable ques�ons that might appear in examina�on from the textbooks or iden�fying it in the guidebooks.
Homework was just an extension of it leading to memoriza�on. It seems that the classroom situa�on has
not been changed over the decades. There was also a lack of supervision of classroom teaching. Although
over three-quarters of the teachers reported to have been supervised at least once over the past three
months of interviewing - with 85% of those by the heads of the ins�tu�ons – a half of them did not get any
feedback on how they were performing. Those who received feedback were very rou�ne and mundane in
nature, mostly related to discipline, but not directly related to quality of teaching-learning or pedagogy.
Therefore, the main thrust of classroom teaching as well as supervision of those was substan�ally missing
throughout the process. 

How much �me the teachers should be in educa�onal ins�tu�ons and what would be the distribu�on of
�me by various ac�vi�es they perform– these are two important ques�ons with regard to quality of
educa�on. The first Educa�on Commission in Bangladesh proposed it to be 45 hours per week for the
teachers of secondary educa�on. Thirty-six years later the Educa�on Policy of 2010 shortened it to 40 hours
(Government of Bangladesh 1974; 2010). Change in the distribu�on of �me by ac�vi�es also took place.
Whereas the Commission proposed 21 hours for teaching, 10 hours for prepara�on of exercise, eight hours
for counselling and welfare du�es, and six hours for other ac�vi�es, the Policy has increased classroom
teaching �me to 24 hours but decreased �me for remaining ac�vi�es – to six hours for each of prepara�on
of exercise and counselling and welfare ac�vi�es, and four hours for other ac�vi�es. Based on their
interviews, the teachers on average spent 32 hours 12 minutes in school during the week prior to interview
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– much less than what was officially expected. Nearly a half of it was for classroom teaching, 16% for
prepara�on for teaching and 35% for other ac�vi�es. This shows that the prac�ce in the educa�onal
ins�tu�ons was far different than what was wri�en in the Policy. The teachers of secondary educa�onal
ins�tu�ons in Bangladesh spend much less �me at work compared to other service holders. As a result,
the actual contact hour between the students and teachers becomes much less than expected. Surprisingly,
the teachers wanted to spend even lesser �me for classroom teaching – from currently conduc�ng 23.7
periods per week to 18.6 periods. Such a mentality of the teachers is totally unexpected and not acceptable.
It seems that the teachers are used to look at it from their own interest not from the students’ interest.
They had no headache of doing any preparatory ac�vi�es before conduc�ng classes or any welfare or
counselling ac�vi�es for the students. The situa�on related to contact-hour becomes more vulnerable
when a sec�on of the teachers choose teaching profession considering shorter dura�on of office hour.

The government of Bangladesh has made various ini�a�ves to spread the benefits of ICTs among the
masses. Use of ICTs to improve quality of educa�on has been given importance in the Na�onal Educa�on
Policy 2010 and ICT Policy 2015 (Government of Bangladesh 2010, 2015). The Ministry of Educa�on also
prepared ICT in Educa�on Master Plan 2012-21 aligned with the country’s Vision 2021 (Government of
Bangladesh 2013). Efforts are being made to equip the educa�onal ins�tu�ons with ICT labs and mul�media
classrooms. All these ini�a�ves are aligned with the SDG targets 4.4 and 4a, which calls for improving ICT
skills among the students and spread of internet facili�es in educa�onal ins�tu�ons for pedagogical
purposes. Use of mul�media in classroom teaching seems not yet much popular in secondary educa�onal
ins�tu�ons. Problem lies with shortage of basic minimum facili�es at the ins�tu�on level as well as lack of
a culture of using ICT in educa�on among the teachers. Only over a fi�h of the ins�tu�ons had both
mul�media classroom and ICT lab, but over two-fi�hs had none. Again, there were dispari�es among
various types of ins�tu�ons and among the ins�tu�ons within each type. Nearly two-fi�hs of the teachers
reported to have used mul�media in classroom teaching. A sec�on of the teachers who used those however,
faced various types of obstacles, and another sec�on was totally unwilling to use those. A good propor�on
of the teachers had their own ICT devices like smart phone, tablet, laptop or desktop computer. The teachers
who had their own ICT devices, who received ICT training and belonged to the middle half of the teachers
in terms of service length, were more likely to use mul�media in classrooms. The situa�on can be improved
further through crea�ng more facili�es at the ins�tu�on level, se�ng up a backup mechanism for
maintenance, and encouraging to have personal devices (perhaps at a subsidised price or through providing
small grants).

The Ministry of Educa�on has imposed restric�ons on teachers’ involvement in private supplementary
tutoring, and has instructed the educa�onal ins�tu�ons to arrange addi�onal teaching for weaker students.
This study observed that two-thirds of the educa�onal ins�tu�ons had a provision of addi�onal teaching
mostly for the students of grades VIII and X where a half of the teachers of these ins�tu�ons taught – who
cons�tuted a third of all teachers under secondary educa�on. In addi�on, 22.4% of the teachers reported
to be engaged in private supplementary tutoring. Expansion of addi�onal teaching in the educa�onal
ins�tu�ons before or a�er the school hours and on holidays and teachers’ offering private supplementary
tutoring indicates inadequacy of official teaching provided by the teachers to their students. Short dura�on
of contact hours may explain a part of this inadequacy and the other part by ineffec�ve classroom teaching
as men�oned above. Although the teachers tried to blame the students and their parents for their
overenthusiasm in availing privates upplementary tutoring, the parents said it differently which was
compa�ble with the findings from classroom observa�on. As both addi�onal teaching and private tutoring
have financial implica�ons, there was no reason for the parents to be enthusias�c about it. Again, a good
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propor�on of the teachers reported to use guidebooks. This is also a reflec�on of their neglect. All these
issues need serious a�en�on. Emphasis should be on improvement of regular classroom teaching so that
there is no need of addi�onal teaching, private tutoring or guidebooks.

One of the major spirits of SDGs is equitable growth. It is more relevant when the Educa�on SDG is
concerned – the �tle of which says, ‘Ensure inclusive and equitable quality of educa�on’. Therefore, the
first step of achieving this goal is to create an equitable system of educa�on. Unfortunately, the secondary
educa�on system in Bangladesh is far away from this. As shown already in an earlier paragraph, the exis�ng
selec�on process works to differen�ate among various types of secondary educa�onal ins�tu�ons in
Bangladesh. Varie�es of issues were described in different chapters of this report with many different
indicators related to the teachers. In most of the cases the advantage of the Government schools was at
the top followed by the School & Colleges. The Non-government schools and the senior madrasas shared
the third and the fourth places interchangeably. The last posi�on was for the Dakhil madrasas. There was
also huge varia�on among the ins�tu�ons within each of the types. Reflec�on of the above was observed
in the level of sa�sfac�on of the teachers with regard to their profession, ins�tu�on and remunera�on.
Whereas 54.8% of the Government school teachers were sa�sfied with each of the above, it was only 21%
among those in Dakhil madrasas. Only a small por�on of the secondary students can get the opportunity
to admit in the Government schools and the large majority of them admit in other types. Such an
inequitable system cannot guarantee inclusive or equitable quality of educa�on and therefore goes
extremely against the spirit of SDGs.

Gender equality is an important goal in SDGs. Goal 5 is dedicated on this. The issue is also emphasised in
the other goals as well including the Goal 4. The Ministry of Educa�on has directed the secondary
educa�onal ins�tu�ons to recruit 40% of their teachers from among the females. The ins�tu�ons are far
off from this. Although the propor�on of females among the temporarily recruited teachers was higher
than that of the permanently recruited (31.1% versus 23.8%); it was,all together, less than a quarter.
Therefore, the gap needs to be fulfilled through appoin�ng more females than males while recrui�ng new
teachers. The findings of this study reveals that although the female teachers were more likely to take
teaching as profession than the males,no gender difference was observed between them in terms of
educa�onal qualifica�ons, salary and benefits, ICT use in classrooms, and sa�sfac�on with profession,
ins�tu�on and remunera�on. A number of areas were found where the males were ahead of the females
and vice versa. For instance, more females had professional training, but more males received educa�onal
short courses. Males were more engaged in private supplementary tutoring, but the females in using
guidebooks. Again, males were more likely to be aware of educa�on policy, curriculum objec�ves, and
SDGs than the females. No gender difference was observed in ge�ng supervision, but females were less
likely to get feedback. Males wanted to change ins�tu�on and were engaged in addi�onal teaching than
the females. These differences have implica�on not only on crea�ng a vibrant teaching force at secondary
educa�on level in Bangladesh, but also on quality of teaching at the ins�tu�on level.    

Various types of teachers unions or associa�ons exist in different parts of the world. In the developed world,
these are more organized and proac�ve with regard to professional as well as overall development of
educa�on. The teachers in this part of the world started to organize themselves through establishing their
own associa�ons during Bri�sh Raj about a century ago. The associa�ons, in most cases, are aligned with
various poli�cal par�es and their ac�vi�es are mostly centred to the demands for increasing facili�es for
their members (i.e., teachers). No doubt, most of the demands were logical and were necessary to place
before the concerned authori�es, but as a result the associa�ons could not concentrate much on issues
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related to quality improvement of the teachers or the system. Such a situa�on o�en lead to antagonis�c
rela�onship between the associa�ons and the government.

Although there are many associa�ons for the teachers of secondary educa�on, less than a third of the
teachers were found to be the members of these associa�ons. A lesser propor�on of the teachers were
found to be ac�ve par�cipants of associa�on ac�vi�es. The teachers in general expressed dissa�sfac�on
with the associa�ons’ ac�vi�es as these had no link with their professional development. The young
teachers showed their interest to join and par�cipate in associa�on ac�vi�es if they see them useful for
their profession. There is a demand from not only the society but also from the teacher community to see
the teachers’ associa�on ac�ve for professional development of the teachers. The secondary teachers’
associa�on in Bangladesh are unfortunately not yet ready to address such demands and be proac�ve in
contribu�ng to improving quality of educa�on. It is not the Ministry of Educa�on or the Government of
Bangladesh who can do it, it is the teachers who should come together and make their own associa�ons
opera�ng for the development of quality educa�on in this country. 

Very frustra�ng results were found regarding teachers’ awareness and knowledge regarding na�onal
educa�on policy, na�onal curriculum, and the sustainable development goals (SDGs). It is surprising that
the teachers deliver the contents of the textbooks without knowing much about the curriculum goals and
the broader perspec�ve of educa�on placed in the na�onal policy. It is likely that the teachers do not need
to care about what is wri�en in these documents and therefore no requirement for linking the contents of
the textbooks with anything else. This is supported by the findings from the classroom observa�ons, where
it was seen that the teachers were delivering contents mechanically and in isola�on without linking those
with any other concept, content or broader vision of educa�on. Such a situa�on indicates that the teachers
were not qualified enough to create a broad-based learning environment for the students of secondary
educa�onal ins�tu�ons. The same can be said about SDGs or specifically for SDG 4. The teachers were not
aware about the general facts of the SDGs; therefore, specific issues regarding Educa�on SDG are far from
their knowledge. It is less likely that these teachers of secondary educa�onal ins�tu�ons in Bangladesh,
with their very limited knowledge about educa�on policy, curriculum, and SDG 4, would be able to
effec�vely contribute in promo�ng the concept of sustainable development through their students. This is
not an issue related to target 4.7 only, but an issue that affects all other goals and targets. Moreover, if the
situa�on of the teachers, who are much educated than others, is so poor regarding knowledge and
awareness on SDGs, what about the mass people of Bangladesh? This should be a serious concern for the
sake of overall development of the na�on.   

B.   Policy recommenda�ons
Based on the findings of this study, and the analyses and discussions made of those in line with the SDGs,
the following recommenda�ons are formulated to help promote achieving the targets of SDG 4. It should
be noted that many of these are already in the policy, but are not progressing in due speed. This study,
therefore, reemphasises those. 

1. A favourable student-teacher ra�o in every ins�tu�on should be ensured. This should be done
through examining the present student-teacher ra�o, number of students over a period of past
five years, and the approved number of posi�ons of teacher – separately for each of the ins�tu�ons.
The aim should be to place more teachers where the ra�o is higher (say over 40:1) and withdraw
from those with excess. However, the extreme or unusual situa�on of remote rural areas needs to
be considered with care. Recruitment of temporary teachers should be avoided.
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2. Teacher training capacity aiming to teach every student by a teacher having formal training in
pedagogy should be increased. Scope and capacity of subject-based and other short training courses
need to be expanded from a lifelong learning perspec�ve. Exis�ng capacity of public and private
teacher training ins�tu�ons may hardly be able to provide training to the currently untrained
teachers, but not to the new recruits. Capacity building of the current ins�tu�ons as well as
establishment of new training ins�tu�ons should be considered seriously. BRAC’s Post Primary and
Con�nuing Educa�on (PACE) can be u�lised to solve a por�on of this task. Interna�onal coopera�on
may also be sought. Subject based training should be provided to the teachers in all subjects they
offer and in a con�nuous basis. Some generic courses should be provided to every teacher, which
should include curriculum, educa�on policy, SDGs and ICT. Along with capacity building of training
ins�tu�ons, capable non-government organiza�ons should also be considered as training provider.
Benefits of ICTs and internet can be used to reach the teachers.

3. Annual teacher assessment based on their classroom performance should be introduced to keep
them obliged to improve classroom teaching. Quality classroom teaching is the key to quality
educa�on. A part of huge lacking in effec�ve classroom teaching is due to inadequate knowledge
of the teachers, but a major part is related to lack of obliga�on. Provision of regular supervision of
classroom teaching and wri�en feedback to respec�ve teacher may help in this. An important task
of the head of the ins�tu�ons should be to provide annual assessment of the teachers based on a
set of prescribed indicators. This should also include teachers’ prepara�on of exercises for
classroom teaching and counselling and welfare du�es to the students. Monitoring school visits
needs to be emphasised in this regard.  

4. Expansion of use of technologies in educa�on should be one of the priority tasks of the government.
This can be done through quick expansion of ICT labs, mul�media classrooms and providing high-
speed Internet accessibility covering all the educa�onal ins�tu�ons with trained teachers. Quality
of equipment with provision of maintenance is also important. ICT devices and high-speed internet
facili�es should be made available to teachers at a subsidized price so that they can have them of
their own. Networking of teachers with pedagogical issues can help them improve their own quality.

5. In order to address widening inequality within and among various types of educa�onal ins�tu�ons,
a serious a�empt should be made to reduce the gaps with regard to teachers’ educa�onal
qualifica�ons, and availability of infrastructure and other facili�es in the ins�tu�ons. This should
include a similar recruitment procedure including equity in financial and other benefits during job
and a�er re�rement. As the exis�ng natural selec�on process has just widened inequity over �me,
an interven�on from the government is a call of the �me. The Non-government schools and the
Dakhil madrasas need special a�en�on.

6. Rearrangement of promo�on policy with the principle ‘change of designa�on with the change of
grade’ may be seriously thought of to create an incen�ve mechanism and to increase job
sa�sfac�on of the teachers. As it is now, the teachers can be recruited at grade 10 as Assistant
Teachers; if the annual assessment reports show good progress, they can be promoted to grade 9
a�er five years, to grade 8 a�er 10 years, and to grade 7 a�er 15 years. The designa�ons at the
promoted grades may be Associate Teacher, Teacher and Senior Teacher, respec�vely. The Head
and Assistant Head of the ins�tu�ons should be considered as administra�ve posi�ons, for which
only the Senior Teachers will be eligible. Two more posi�ons such as Senior Assistant Teacher and
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Senior Associate Teacher may also be introduced if a separate pay-scale is considered. Like as public
college teachers, qualified teachers can be posted to secondary educa�on administra�on.

7. The secondary teaching community should seriously think about a major review of the role of their
associa�ons with regard to 21st century needs. Having many associa�ons of teachers should not
be a problem, but the challenge is how these associa�ons can be made more proac�ve towards
crea�ng a new genera�on of teachers and achieving quality of educa�on, coming out of tradi�onal
role like ‘trade unions’ in line with parent poli�cal par�es. The government need to engage the
associa�ons in policy formula�on and implementa�on.

8. Finally, a similar study can be carried out for primary educa�on. This will help understand the full
picture of our school educa�on system and therefore take necessary ac�ons for improvement in
line with SDG 4.
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