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Foreword

T

his fourteenth report of the Educaon Watch aims to explore the issues and trends through the lens of
equity. Quality primary educaon is the most eﬀecve tool for human capital formaon. The adopon
of Educaon for All (EFA) in 2000 in Dakar contributed to human capability enhancement. It has also
contributed to sustain and strengthen eﬀorts by the Internaonal community, naonal governments and
the people throughout the world in promong and supporng primary educaon. But evidence from
diﬀerent levels are showing that shown us there are sll challenges in ensuring access, compleon of the
full cycle of primary educaon and improvement of quality of teaching and learning for all children. This
study aims to explore issues associated with quality of primary educaon in Bangladesh and tries to provide
the trend of progress. This has been done by using an Input-Process-Output framework. All relevant data
collected by Educaon Watch since 1998, along with the latest data collected in 2013-14, under the
Educaon Watch iniaves have been used for the purpose.
Since independence Government of Bangladesh has taken up number of iniaves in improving the primary
educaon sub-sector. Internaonal commitments, parcularly the Educaon for All (EFA) goals adopted in
Jomen in 1990 and in Dakar in 2000 and the Millennium Development Goals (MDGs) 2000 have helped
in sharpening focus and engaging with global community to further strengthening the iniaves. As a result,
many aﬃrmave acons were taken by the government, non-governmental organizaons and private sector
for expansion of primary educaon among the masses. Enactment of Compulsory Primary Educaon Act,
naonalizaon of primary educaon instuons, provision of fee-free educaon, expansion of spend
programme (upabri), introducon of competency-based curriculum, free textbooks for all, and non-formal
schools in hard to reach areas are the major iniaves that have contributed in ensuring access and
availability of primary educaon to the doorstep of the poor and the marginalized. Currently the Third
Primary Educaon Development Programme (PEDP3) is the main instrument and umbrella program of the
government for ensuring compulsory primary educaon.
The study has tried to explore a number of inter-linked topics including (i) the quality of educaonal
instuons using selected input and process related indicators, (ii) proﬁles of teachers, head teachers and
members of school managing commiees, (iii) children’s access to educaon, parcipaon and achievement
of competencies, (iv) socio-economic correlates, and (v) eﬃciency of educaonal instuons as well as
educaon and literacy status of populaon as outputs of investment. A major focus of the study has been
the idenﬁcaon of trends over a period of last 15 years.
The EFA and MDGs adopted in 2000 have contributed in pragmac planning and mobilizing resources from
home and abroad. Remarkable progress was made across the globe e.g. gender parity in Bangladesh. But
the global promise will remain unfulﬁlled by 2015. Internaonal community has adopted Agenda 2030,
through a parcipatory process, with is more speciﬁc goals and targets. It has 17 goals and 169 targets.
The overarching Goal of Educaon 2030 as envisaged in Goal-4 of SDGs, is to Ensure inclusive and equitable
quality educaon and promote lifelong learning opportunies for all.
The Educaon 2030 emphasizes on 5 key themac areas that included (i) Right to Educaon, (ii) Equity in
Educaon, (iii) Inclusive Educaon, (iv) Quality Educaon, and (v) Lifelong Learning. Some other aspiraons
of the global community included, among others, 12 years of publicly funded free basic educaon of which
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9 years must be compulsory, ranges of educaon programs to covers PPE to university educaon including
TVET and ﬂexible path, ensuring professionally developed and movated teachers and promong naonal
and global cizenship among others.
In response to the global commitment government of Bangladesh needs to take holisc approach and
pragmac plans followed by strategic acons. The ﬁnding of this Educaon Watch Report would contribute
to provide a baseline for this journey and the policy recommendaons are expected to help in designing
strategic acons for the future.
We expect that the concerned authories of the government would look into the ﬁndings seriously and
take necessary acons so that the naon’s foundaon can be built strongly. A strong polical commitment
for human capability enhancement through ensuring quality primary educaon is essenal. We believe
that the government will be able to give the right direcon to the naon in this regard.
Finally, I would like to thank all concerned individuals and instuons parcularly the research team of
Educaon Watch 2015 Study and CAMPE team for their eﬀorts from the start to the ﬁnishing of this research
work, its producon and disseminaon.
Let’s work together for preparing our children for a brighter future.

Kazi Fazlur Rahman
Chairperson
Education Watch

Dhaka
10 December 2015
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Preface

T

his Educaon Watch Report has aempted to idenfy trends in primary educaon in Bangladesh
documented by various Educaon Watch studies carried out during 1999-2015. The Report tled
Moving from MDG to SDG: Accelerate Progress for Quality Primary Educaon has focused on broad-based
deﬁnion of quality in Primary Educaon and tried to idenfy prospects and constraints in terms of inputprocess-output along with pragmac policy opons based on the ﬁndings are suggested for decision makers.
In assessing quality of educaon, the oen-used approach based on an Input-Process-Output model which
was followed in a number of earlier Educaon Watch studies was also used in this study that allowed the
research team to carry out a trend analysis. Key Performance Indicators (KPI) and Primary Schools Quality
Levels (PSQL) developed and used by the Directorate of Primary Educaon (DPE) were consulted in
idenfying the indicators for this study.
Three sets of items were considered in construcng indicators. The Input indicators were focused on school
infrastructure, availability of qualiﬁed/trained teachers and learning environment related issues alongwith
student’s background characteriscs. The Process indicators were focused on Teaching-Learning Process
and school governance, while the Output indicators focused on students survival, coeﬃcient of eﬃciency,
achievement of competencies by students and its implicaons for overall literacy status of the populaon.
As me-series data, collected under diﬀerent Educaon Watch Studies, has been used for this study ﬁndings
are dependent on the factors aﬀecng the methodology used in each individual study under the Educaon
Watch iniave since 1999.
The overall message of Educaon Watch Report 2015 is strongly posive. The major ﬁndings of the study
have demonstrated that educaonal instuons are beer equipped than before, improvement of the
systems was noced in intermediate output indicators, gender disparity in access and parcipaon has
been eliminated to a large extent, educaonal aainment and literacy status of the populaon have also
improved. However, disparity and inequity in primary educaon is a lingering problem especially in certain
geographical areas and among diﬀerent socio-economic groups. It deﬁnitely remains as unﬁnished business
from EFA 2015 which needs further aenon.
The study has tried to recommend some policy implicaons in the context of SDG-4 or Educaon 2030 that
included, inter-alia, (i) addressing inequity in input and process related factors among various types of
schools and the schools within each type; (ii) emphasizing on improvement of classroom teaching to make
it more interacve and joyful; (iii) encouraging on-me entry to primary school; (iv) focusing on a
comprehensive view of learner competencies including the domain of ‘understanding’ and enhancement
of creavity; (v) emphasizing on quality of educaon; (vi) substanally enhancing public investment in
educaon in terms of share of GDP and naonal budget, (vii) intensifying of the work needed to address
the unﬁnished tasks of EFA 2015, and (viii) launching a coordinated naonal eﬀort with a framework of
acon for achieving the Educaon 2030 Agenda.
We would like to express our sincere thanks to Kazi Fazlur Rahman, Chairperson of the Educaon Watch
and Kazi Raﬁqul Alam, Chairperson of CAMPE for their connued guidance in carrying out this study. The
Educaon Watch is privileged to have the unﬂinching support of CAMPE. Its staﬀ has all along played a vital
role in producing the annual Watch Reports and facilitang their disseminaon. Our sincere appreciaon
goes to them for their reless eﬀorts.
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Samir Ranjan Nath of the Research and Evaluaon Division of BRAC and the principal researcher of
Educaon Watch Study 2015 took the lead in conducng the study and preparing the report. His team
members included Prof. Kazi Saleh Ahmed and Dr. AMR Chowdhury. We are grateful to all of them. The
panel of reviewers comprising Dr. Anwara Begum of BIDS, Principal Quazi Faruque Ahmed and Prof. Kazi
Saleh Ahmed deserve our special thanks for their valuable comments and suggesons on the dra. Dr.
Manzoor Ahmed has done a commendable job in eding the report. We are indebted to him.
Our sincere gratude to the Educaon Watch community, who parcipated in various sharing sessions on
the preliminary ﬁndings and the dra report and provided valuable suggesons on the design, approach,
analyses and ﬁndings of the study. Their contribuon in preparing the key messages and policy
recommendaons of this report is highly appreciated. Our appreciaon will remain incomplete if we do
not acknowledge the contribuon and wholehearted cooperaon of the Research and Evaluaon Division
(RED) of BRAC.
Tanjeeba Chowdhury, Anwar Hossain, Rasel Babu, Utpal Mallick, Durdana Nahid, and Rifat Afroze, of the
Research and Evaluaon Division of BRAC helped the research team in many ways including training,
coordinaon and supervision of ﬁeld surveys conducted by the research assistants. K M Enamul Hoque,
Ghiasuddin Ahmed, Mirza Quamrun Naher, Abu Reza, and Joya Rani Sarker of CAMPE played important
roles at various stages of the study. All of them deserve our sincere appreciaon.
We would like to extend our thanks and appreciaon to the respondents of the survey, parcularly the
household heads, Head Teachers of diﬀerent schools and parents for sharing their thoughts, experiences
and pernent informaon to the research team.
We are pleased to acknowledge the support and guidance received from experts and oﬃcials of diﬀerent
government agencies, parcularly Bangladesh Bureau of Educaon Informaon and Stascs (BANBEIS),
Bangladesh Bureau of Stascs (BBS), Directorate of Primary Educaon (DPE), and Naonal Curriculum
and Textbook Board (NCTB) among others.
Educaon Watch and its reports have been possible due to the generous support received from the
Department for Internaonal Development (DFID) - Government of the United Kingdom. We acknowledge
their kind cooperaon and express our deep appreciaon.
Finally, we would like to request the readers, users and well wishers of Educaon Watch to send us their
suggesons, if any, regarding selecon of topics for research, improvement of quality of research,
presentaon style or any other issue related to the study. Our eﬀorts will be worthwhile if this report could
serve as useful input in the key decision making process for improving primary educaon in Bangladesh.
Let us all work for ensuring a beer future, a beauful Bangladesh.

Rasheda K. Choudhury
Executive Director, CAMPE
&
Member Secretary, Education Watch

Dhaka
10 December 2015
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A. Introduction
Like many other low and middle income countries in the world, Bangladesh has been serious in developing
its primary education sector since 1990. As parts of its commitment to the international initiatives including
the Jomtien Declaration (1990), the Dakar Framework of Action (2000), and the UN Millennium
Development Goals (MDG 2000). Affirmative policies were formulated and actions were taken by the
government, the non-governmental organizations and the private sector for a major expansion of primary
education. Nationalization of primary schools, the compulsory primary education act, provision of fee-free
education, expansion of the stipend programme (upabritti), introduction of the competency-based
curriculum, free textbooks for all students, and opening non-formal schools for hard to reach groups and
areas were such major actions. All these initiatives were aimed at taking primary education to the doorstep
of the poor and marginalized populations and create inclusive provisions for compulsory education. The
Primary Education Development Programme (PEDP) carried out by the government with support from
development partners has been the main instrument for primary educational development, the third phase
of which is underway.
The international calls and the initiatives mentioned above emphasised expansion of primary education,
completion of it without dropout and achievement of gender parity. Quality of education and student
learning outcome were also part of the agenda, but success achieved in this respect was less than in
expanding access, as will be seen in this report.
Expansion of access to primary education was a concern throughout the globe during the past two-and-ahalf decades. Net and gross enrolment ratios have increased and the number of out-of-school children
decreased. Many countries have shifted their policy towards early entry to primary education and increase
of duration of primary education and the length of compulsory education. Such changes occurred in the
developed as well as in low and middle income countries. Bangladesh did not see any change in the entry
age to primary education or its duration since 1955. Duration of compulsory primary education has also
been the same since 1990 when it was set for grades I to V and the age-range 6 to 10 years. Bangladesh
belongs to the majority of the countries in terms of primary entry age, but is in the minority in respect of
duration of primary education and the duration of compulsory education.
The third phase of PEDP (2011-16) emphasizes quality of education along with expansion. Quality of
education is not a static concept. Its definition varies with the change in national vision as well as the overall
development of the country and its education system. Since its inception in 1998, Education Watch
undertook a number of studies exploring quality of primary education. The latest study on the quality of
primary education was conducted in 2008– about seven years back. Realizing the importance of this issue
at the present stage of primary education development in Bangladesh, the Education Watch Group decided
to devote its 2015 report to be devoted to quality of primary education. It was regarded as opportune
timing, because the year 2015 marks the culmination of international EFA goals and MDGs, as well as setting
new development goals by United Nations, called the Sustainable Development Goals or SDGs, for the next
15 years. The overarching education goal, Sustainable Development Goal (SDG) 4, one of 17 SDGs, adopted
at the United Nations in September 2015 is to ensure inclusive and equitable quality education and promote
life-long learning opportunities for all. This study can be considered as a summative assessment of the past
years’ efforts and a baseline for the next 15 years, i.e., Education 2030.

29

xxix

xxx

Educaon Watch 2015

B. Objectives, data source and sample
Keeping quality of primary education in Bangladesh as the centre of attention, this study aims to explore
the issues and trends through the lens of equity. The following are the specific objectives.
1.

To explore the quality of educational institutions through using selected input and process related
indicators, variations in them and changes over time.

2.

To investigate the profiles of teachers, head teachers and the members of school managing
committees in terms of gender, educational qualifications and training and their roles in providing
quality education.

3.

To investigate children’s access to education, participation in it and achievement of competencies as
well as the socio-economic correlates of enrolment and learning achievement and changes in these
over time.

4.

To assess efficiency of educational institutions, and education and literacy status of population as
outputs of investment in primary education and explore the trends in these outputs.

5.

To examine equity in the input, process and output factors in the basic education services in relation
to gender, locations, school type and socio-economic backgrounds.

In assessing quality of education, the often-used approach based on an Input-Process-Output model was
used in this study. This IPO model was used in earlier Education Watch studies. It is, therefore, easier to
compare the results of this study with those of the previous ones, thus allowing a trend analysis which is
important in assessing progress. Along with the review of existing literature regarding indicators of quality
assessment, the two sets of indicators developed and used by the Directorate of Primary Education (DPE)
of the government (viz., Key Performance Indicators or KPI and Primary Schools Quality Levels or PSQL)
were consulted in identifying the indicators for this study. Following are the three sets of items considered
in constructing indicators.
Input indicators: Infrastructure of schools, overall school environment, cleanliness, classroom facility, seating
capacity, teacher’s room, teacher’s educational qualification, teacher training, drinking water and toilet
facilities, school library, quality of blackboards, student enrolment, and student background characteristics.
Process indicators: Student attendance, teacher attendance, student-teacher ratio, hoisting of national flag
at the beginning of the school day, singing of national anthem, provision of school dress, cultural activities,
sports, and the agenda discussed in SMC meetings.
Output indicators: Proportion of students surviving to the fifth grade, coefficient of efficiency, achievement
of competencies by students, level of schooling of the population, and literacy status of the population.
Note that four important issues, viz., curriculum, textbooks, teacher training and classroom teachinglearning provisions were not addressed in this study, due mainly to non-availability of comparable data for
different years.
This study used various years’ data, starting from 1998 to 2014, collected for different Education Watch
studies. Data sets which contain any of the components/indicators of quality of primary education were
used in this study. The datasets included:
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Education Watch Household Survey, 1998, 2000, 2005, 2008 and 2013
Education Watch Education Institution Survey, 1998, 2000, 2008 and 2014
Education Watch Competency-based Learning Achievement Test, 2000, 2008 and 2014
Sample size varied from one year to another because of number of strata considered and type of questions
addressed in household surveys, and types of school considered in educational institution surveys. For
instance, provision for division-wise estimates was there in the first four household surveys but a single
national estimate in the fifth survey. School survey and learning achievement test considered three types
in 2000, six types in 2008 and five types in 2014. Government, newly nationalized and non-formal schools
were common in each three. Number of households surveyed was 42,548 in 1998, 30,051 in 2000, 23,971
in 2005, 24,007 in 2008 and 9,000 in 2013. The educational institution survey was carried out on 885 schools
in 1998, 952 schools in 2000, 440 schools in 2008 and 663 schools in 2014. Finally, competency-based
learning achievement test was administered on 2,509 students from 186 schools in 2000, 7,093 students
from 440 schools in 2008 and 5,375 students from 309 schools in 2014.

C. Major findings
1. The primary education institutions
Physical and educational facilities existing in the educational institutions are important input indicators for
assessing quality of education. Some basic facilities – classrooms and teacher’s rooms, cleanliness, drinking
water and toilet facilities, school library and blackboard conditions, and co-curricular activities are the items
considered under this section.
According to the 2014 survey, most of the government and newly nationalized primary schools and the
ebtedayee madrasas were established on their own land where a structure was built. Majority of the
kindergartens and most of the non-formal schools were established in rented houses. The buildings of 37%
of the kindergartens were built on own land and another 12% on leased land. The government schools
were ahead of the other types of schools in attaching ramps to the school building to facilitate access for
disabled children. About 85% of the government and newly nationalized primary schools and about 80%
of the ebtedayee madrasas had playground; the kindergartens and non-formal schools fell much behind in
this respect. Kindergartens were far ahead of the others in having electricity connection in schools (84.7%)
followed by the government primary schools (56%). A school garden was not a popular item in any of the
school type.
Rural primary educational institutions were ahead of their urban counterparts in having own land and
structure, having ramp attached to structures, and playground. Urban schools surpassed the rural schools
in having electricity connections and gardens. Although improvement over time was noticed in terms of
having playground, attaching ramps with structures and electricity facility, many schools still lacked these
facilities. Overall, 60.8% of the schools were established on own land, 63.5% had own structures, 17.8% of
the structures had an access ramp, 41.8% of the schools had electricity, 57% had playground, and only 7.4%
had a garden.
Surroundings of 59% of the schools were found to be calm and quiet, 35% slightly noisy and 6% noisy. Rural
schools were more likely to be located in a quiet place. The newly nationalized primary schools, mostly in
rural areas, were ahead of the others in this respect, followed by the ebtedayee madrasas, government
primary schools, non-formal primary schools and the kindergartens, respectively.
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Walls of two thirds of the schools and the floors of 58.8% of those were found acceptably clean (without
dirt, dust or wastes). Non-formal schools were ahead of all others in keeping the floors clean. In keeping
the walls clean, non-formal schools and kindergartens were in tie followed by government and newly
nationalized schools. Urban schools were ahead of rural schools in keeping walls clean but were in a similar
situation in keeping the floors clean. It is worth noting that further improvement after earlier progress was
not observed during 2008–2014 in cleanliness of school houses.
On average, the study schools had 3.7 classrooms each including the single roomed non-formal schools in
2014. Excluding the non-formal schools, the mean number of classrooms in government schools was 4.9,
but for newly nationalised schools it stood at 3.4. One in six schools (15.6%) had an attached access ramp.
Only 8.1% of schools followed the government’s prescription regarding classroom area of 507 sq. ft.
Kindergartens were ahead of others in the number of classrooms, but the government schools surpassed
the others regarding other facilities indicators.
Most of the classrooms of the government and newly nationalized primary schools and the kindergartens
were constructed fully with brick or a combination of bricks and tin-coated iron sheets. This is the case for
less than half of the classrooms in ebtedayee madrasas and over a quarter of those in non-formal schools.
On average, less than half of the classrooms had electric lights and fans. Urban schools were better
constructed with more facilities than the rural schools. Improvement was noticed from 2008 to 2014 in
terms of construction materials of classrooms and their overall condition, and in having electric lights and
fans. Improvement was steady over the years in the government primary schools compared to the other
types.
Seating capacity in the classrooms also increased over time. In 1998, on average, 32 students could sit with
ease in the classrooms which increased to 37 in 2008 and 39.6 in 2014. Sharp increase in student seating
capacity in classrooms was observed in the government and newly nationalized primary schools and in the
kindergartens. The other two types of schools were closely behind. In 2014, seating capacity was more
than the number of registered students in the kindergartens and the non-formal schools, but less in other
three types of schools.
Drinking water and toilet facilities also improved over time. In the past, majority of the schools brought
water from outside and kept it in jars for use, which has now changed to on-premise water sources. Less
than half of the schools (47%) had the drinking water source on the premise in 1998. This increased to
almost three quarters (73.7%) in 2014. Overall, 78.2% of the water sources were reported to be arsenic
free and thus safe for drinking.
Toilet facility for the students was available in two thirds of the primary schools in 1998 which increased to
70.4% in 2008 and 88.5% in 2014. Cleanliness of toilets also improved over time. In 1998, less than 10% of
schools had clean toilets which increased to 62.1% in 2014. The majority of the schools (64.2%) had
common toilets for boys and the girls. Proportionately more government schools had separate toilet facility
for boys and girls (42%) followed jointly by the newly nationalized primary schools and the kindergartens.
The urban schools were ahead of the rural schools in providing toilets and keeping them clean.
Only 2% of the schools had library in 2008 which increased to 12.6% in 2014. However, only 1.3% of the
schools had separate room for this; the others kept books on shelves in head teachers’ or assistant teachers’
rooms. School type-wise, 18% of the government schools, 16.7% of the kindergartens and 13.3% of the
newly nationalized schools had a library. Blackboards were in good condition in 86% of the classrooms
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meaning that writing was possible on each part of the blackboard. In 2008, 79.6% of the blackboards were
in good condition which increased to 86% in 2014. Urban-rural gap was noticed in respect of both libraries
and blackboards – urban schools surpassing the rural schools.
National flag was hoisted in 90% of the schools at the beginning of the school day and national anthem
was sung in 77% of the schools on the survey day in 2014, marking good progress since 2008. Most
government and newly nationalized schools and kindergartens (around 95%) observed these rituals. Nonformal schools (72.7%) and etedayee madrasas (81.3%) were relatively behind in 2014. The urban schools
paid greater attention to these practices than the rural schools.
Daily physical exercise, annual sports, cultural competition and cub-scout activities are some of the cocurricular activities of the schools. In 2014, these were organized in different types of schools with
substantial variations in these ranging from 30% to 59% of the schools. It can be seen that large proportions
of schools did not provide for any of these activities.
2. Teachers of primary schools
Teachers and students together create effective learning environment which is key to quality of education.
Teachers’ qualification, skills and roles are thus important in assuring quality of education.
The number of teachers substantially varied by school type as well as among the schools within each
particular type except the non-formal schools with a single teacher. Excluding non-formal schools, 41.3%
of the schools had four or less number of teachers, 11.7% had five teachers, 17.9% had 6–8 teachers and
29% had nine or more teachers. The overall average was 6.2 teachers; 5.5 in rural schools and 9.6 in urban
schools.
The mean number of teachers varied by school type – the highest in the kindergartens and the lowest in
the newly nationalized primary schools. Number of teachers per school increased over time – from 4.9
teachers in 1998 to 6.2 teachers in 2014. Improvement was better noticed in the government system;
however, it declined in the ebtedayee madrasas.
The proportion of female teachers also increased over time. It was 32% in 1998, 39.3% in 2008 and 63.4%
in 2014. Note that females share in teaching staff significantly varied by school type in each survey year. It
was always higher in urban schools than in the rural schools.
Proportion of primary educational institutions with more female teachers than males also varied
substantially by school type and increased over time. In 1998, 40.1% of the schools had more female
teachers than males which increased to 69.4% in 2014. Sharp increase was noticed in government schools
– from 29% in 1998 to 72.7% in 2014. It was still below 10% in the ebtedayee madrasas. Non-formal schools
are pre-dominantly taught by female teachers.
Educational qualifications of the teachers also improved over time in all types of schools. More people with
a Masters or a Bachelors degree are now appointed as teachers than before. Overall, 48.3% of the teachers
had at least a Bachelors degree in 1998 which increased to 50.1% in 2008 and 57.2% in 2014. The highest
proportion of such teachers was found in the government schools (66.9%) followed by the kindergartens
(56.5%) and newly nationalized schools (26.1%). This was only 8% in the non-formal schools. The majority
of the ebtedayee madrasa teachers (58.2%) received their education from the madrasas.
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Humanities was the major discipline in which the primary school teachers had their education. However,
comparing the data of 2008 and 2014, it was noticed that the proportion of teachers with Humanities
background decreased somewhat and those with Science or Business studies increased.
The proportion of trained teachers in primary education increased over time. Less than 60% of the teachers
had basic training (C-in-Ed, BE, ME, DipEd, NGO’s basic teacher training) in 1998, which increased to 61.3%
in 2008 and 65.9% in 2014. Over 94% of the government school teachers, 87.8% of those of newly
nationalized schools and under 60% of the non-formal school teachers were trained. Serious scarcity of
trained teachers was observed in the kindergartens and the ebtedayee madrasas, which were 15% and 7%,
respectively in these two types. The proportion of teachers with subject-based pedagogy training also
increased during 2008-14.
Teacher attendance in schools improved during 2008–14. In 2008, 88.4% of the teachers were present in
school on the survey day of which 57.5% attended timely, i.e., before start of official school hour. The rate
of attendance was 89.3% and that for timely attendance was 66.1% in 2014. Non-formal schools were
ahead of the others in both followed by the kindergartens. Attendance rate was the lowest among the
teachers of ebtedayee madrasas and late attendance was higher among those of the government and
newly nationalized primary schools. On average, the ones who came late arrived 31 minutes after the
schools started.
Student-teacher ratio showed variable progress over time but remains a major problem. It decreased from
46 in 1998 to 39 in 2008 and then increased to 43 in 2014. Reduction was noticed in the government system
– from 73 in 1998 to 52 in 2014, though this would be still considered unacceptably high. Less than half of
the schools (47.3%) had a student-teacher ratio of 40:1 in 1998 which decreased to 54.5% in 2008 and
58.5% in 2014.
3. Management of primary institutions
Recognizing the potential role of School Managing Committees (SMC) in overall development of schools
and improving quality of education, this section presents information on the SMCs. The characteristics of
head teachers are also analysed.
Most of the government and newly nationalized primary schools and the ebtedayee madrasas had SMCs
in 2014, but 15% of the non-formal schools and 22.5% of the kindergartens had no such committee. Overall,
91.5% of the schools had SMCs. The size of SMCs varied by school type because of regulatory decisions.
For instance, an 11-member committee is stipulated for government and newly nationalized schools and
ebtedayee madrasas; 7-member in non-formal schools; and no such rule applied for kindergartens.
Females constituted 41.3% of the SMC members in 2014 which substantially varied by school type and
school location. The highest proportion of females was observed in the SMCs of non-formal schools (66.2%)
and lowest in those of the ebtedayee madrasas (4%). Female membership in SMCs was higher in rural areas
than in urban areas (41.8% vs. 37.1%). Share of females in SMCs and the proportion of SMCs with more
female members than males increased over time. In 1998, less than a fifth of the SMC members were
females which increased to 41.3% in 2014. Again, in 1998, SMCs of 14.3% of the schools had more females
than males which increased to 28.7% in 2014. In both cases, the improvement was more than others in
the government schools.
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Educational qualifications of the SMC members also varied substantially by school type, but qualifications
increased over time. On average, they had nine years of schooling in 2008 which increased to 9.8 years in
2014. A very few of them had some sort of training. People with occupations in farming, salaried job and
business were less represented in the SMCs in 2014 than those in 2008. On the other hand, representation
of teachers, social workers and people involved in household work increased during this period.
Head teachers play a significant role in managing schools. Most of the educational institutions had head
teachers in 2014 (96.8%). Of the heads, 30.4% were females; 31% in rural schools and 34.4% in urban
schools. It was the highest in the government schools (44.5%) and the lowest in the madrasas (2.8%). The
proportion of female heads of institutions increased over time – from 13.8% in 1998 to 21.6% in 2008 and
30.4% in 2014. Major increase was noticed in the government schools.
Educational qualification of the head teachers increased over time. In 1998, 45.4% of the head teachers
had at least a Bachelors degree which increased to 69.9% in 2008 and 74.1% in 2014. In 2014, more than
90% of the heads of the government primary schools and 39.9% of those of the newly nationalized primary
schools had at least a Bachelors degree. This was the case for 87.4% of the heads of the kindergartens.
Over 84% of the head teachers were trained in 2014; among them 82.2% were male and 88.5% were female.
All the heads of government primary schools, 95.8% of those of the newly nationalized schools, 34.8% of
those of the kindergartens and 18.3% of those of the ebtedayee madrasas were trained. Proportion of
trained head teachers also increased over time – from 70.8% in 1998 to 77% in 2008 and 84.2% in 2014.
The training of head teachers was on pedagogy in general or teaching certain subjects – not necessarily on
the management and leadership functions of the head teacher.
The SMCs, on average, met 6.9 times in 2014, 96.8% of them had written minutes, and members’
attendance in meeting was counted to be 84.5%. Kindergartens and ebtedayee madrasas were less regular
in holding the meetings. Attendance rate was highest in non-formal schools (90.8%) and lowest in the
ebtedayee madrasas (80%).The mean number of meetings held decreased from 2008 to 2014, but the
practice of writing meeting minutes and attendance of members increased.
Frequently discussed issues in SMC meetings were students’ absenteeism, improvement of physical
facilities, primary education completion examination (PECE) and model tests, quality of education, etc. Not
much difference was observed between 2008 and 2014 in terms of issues discussed in the SMC meetings.
There appears to be no evidence of change in the scope of authority and decision-making at school level
regarding management of school.
4. Access to primary education
It is an important consideration for Education for All (EFA) as well as for assessing quality of any education
system. Various indicators were used to assess students’ enrolment and classroom attendance in primary
education.
Access to primary education has increased over time, as observed in terms of net enrolment rate (NER),
real net enrolment rate (RNER) and adjusted net enrolment ratio (ANER). NER is calculated as the ratio of
students of age 6-10 years enrolled in any grade in school against the 6-10 year old child population. RNER
refers to 6-10 year olds who are enrolled in primary grades against the child population in that age group;
while ANER is based on 6-10 year olds who are enrolled in the primary stage or beyond against the child
population in that age group.
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There were improvements over time in all of the access indicators. NER increased from 77% in 1998 to
94.5% in 2013, RNER increased from 70.9% in 1998 to 78.3% in 2013, and ANER increased from 71.4% in
1998 to 80.6% in 2013. The girls surpassed the boys in enrolment throughout the period (1998–2013). The
rates were higher for the rural children than those of urban areas in 1998 but an opposite scenario was
observed in recent years.
A wide variation in the distribution of primary students among various grades was a reality in earlier years. For
instance, in 1998, a third of the primary school students were enrolled in grade I which came down to 13.7% in
grade V. In 2013, on the other hand, the proportions of students in the first three grades were 21–22% in each
and 17–18% in the last two. The more balanced proportions are an indication of less dropout in primary grades
across the board, improvement in retention for higher grades, and thus greater efficiency.
In 2013, children’s school enrolment was found to be significantly and positively associated with children’s
age, parental education and household food security status. At the same time, difference in enrolment rate
for various degrees of household food security and parental education decreased over time. This appears
to be related to absolute improvement across the board in economic situation of households and the level
of parental education as well as the efforts of schools to attract children to school and hold on to them.
Although the entry age for primary education is six years by law; earlier, the parental tendency was to enrol
their children in the first grade of primary education at age 7 to 9 years. The situation has changed over
time. More parents are bringing their children to school at the right age. Only a fifth of the first graders
was of age six in 1998 which gradually increased to over a third (34.2%) in 2013. Six to seven years old
children comprised of 46% of the first graders in 1998, which increased to 65.4% in 2013. Coefficient of
variance in age among the first graders decreased from 25% in 1998 to 20.3% in 2013. Still in 2013, a quarter
of the first graders were eight years or older.
The increasing tendency of six years old children being enrolled in pre-primary education appears to be a
new phenomenon. In 1998, when pre-primary education was not common, less than 10% of six years old
children enrolled in such education; the rate gradually increased and reached 36.5% by 2013. By this time,
the government had instructed all primary schools to open pre-primary classes.
As a result of increased enrolment, the number of out-of-school children decreased in absolute number.
Of the children aged 6–10 years, 3.8 million were out-of-school in 1998 which is reported to have decreased
to 3.4 million in 2000, 2.2 million in 2005, about the same in 2008 and a decrease to about a million in
2013. Number of out-of-school children among aged 11-14 years also reduced over time – 3.3 million
during 1998–2000 to 3.2 million in 2005, 2.6 million in 2008 and 1.8 million in 2013. Nearly three million
children of age 6–14 years were out-of-school in 2013.
Students’ classroom attendance rate increased over time – from 58.9% in 1998 to 67.7% in 2008 and 74.5%
in 2014. This Improvement was observed in each type of primary institutions during 1998-2014, viz.,
government (from 58.1% in 1998 to 72.4% in 2014), newly nationalized (52.1% to 71.2%), non-formal (80.7%
to 89.4%) and ebtedayee madrasa (47.4% to 65%).
5. Internal efficiency of education institutions
Internal efficiency of primary education system, an output indicator, was explored through creating a
synthetic cohort of students. The estimates included promotion, dropout and repetition rates, survival up
to grade V, completion of primary education, and coefficient of efficiency.
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Consolidating the five grades together, the promotion rate was 86.5% in 1998 which increased to 87% in
2000 and then decreased to 77.6% in 2008 and again increased to 92% in 2014. The promotion rate was
higher among the girls than the boys but not much variation was observed between rural and urban schools.
During 2013-14, among those who enrolled in grade I, 86.8% survived up to grade V and 79.2% graduated
(completed primary education). This latter figure means that 20% children drop out before completing the
primary cycle. The completion rate was 72.4% for boys and 85.6% for girls; and 79.7% for rural and 77.1%
for urban students. This varied widely for different types of schools – 86.3% for government schools, 86.8%
for non-formal schools, 63.3% for newly nationalized schools, 51.7% for kindergartens and 36.8% for
ebtedayee madrasas.
The coefficient of efficiency of primary education (the ratio of expected number of years to complete the
cycle and actual number of years expressed in percentage) was 74.3% in 2013-14. It was 69% for boys and
79.3% for girls; and 74.8% for rural and 72.1% for urban students. School type-wise, it was 89.1% for nonformal schools, 77.1% for government schools, 66.6% for newly nationalized schools, 61% for kindergartens
and 48.1% for ebtedayee madrasas.
The rural government primary schools were more efficient than those in urban areas. An opposite scenario
was observed in newly nationalized primary schools and in kindergartens. A higher and equal level of
efficiency was noticed in the non-formal schools of both rural and urban areas.
Of the four survey years, the coefficient of efficiency of primary education was found similar in three of
the years, viz., the first two and the last one. The coefficient was 75.5% in 1998, 76.3% in 2000 and 74.3%
in 2014. A drop in the coefficient of efficiency was observed in 2008, the reason for which is not entirely
clear.
6. Competencies achieved by fifth graders
Students of grade V were assessed through a competency-based learning achievement test developed by
the Education Watch Group. This is an important output indicator, also may be described as learning
outcome or student outcome, for assessing quality of education. Taxonomic domains and subject-wise
analyses were also done.
In 2014, of the 27 competencies selected for testing from the grade V terminal competencies indicated in
the primary curriculum, the fifth graders, on average, achieved 20.1 of the competencies in 2014. This
number was 23.4 for the students of kindergartens, 20.4 for those of the government schools, 19.9 for
those of the non-formal schools, 18.3 for those of the newly nationalized schools and 17.2 in the ebtedayee
madrasas. Girls surpassed the boys and urban students did better than rural students.
The mean number of competencies achieved by the students increased over time – from 16.1 competencies
in 2000 to 18.7 in 2008 and 20.1 in 2014. The boys outperformed the girls in the first two tests but an opposite
result was observed in the latest test. On the other hand, the urban students outperformed their rural
counterparts in all three tests. A sharp increase in test results was noticed among the students of government
primary schools during the three surveys. The students of newly nationalized and non-formal schools did
significantly better from 2000 to 2008, but showed no significant difference between 2008 and 2014.
On average, the students achieved 74.5% of the competencies in the 2014 test. It was 83.3% in Primary
Science, 78.7% in Bangladesh & Global Studies, 73.7% in Bangla, 69.2% in Mathematics and 62% in English.
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Students’ performance increased in all five subjects over time. The highest increase was recorded in
Mathematics (21.2 percentage points) followed by English and Bangladesh & Global Studies (over 15
percentage points in each). The least increase was recorded in Bangla (7 percentage points).
Although the students’ performance increased in both ‘knowledge’ and ‘understanding’ domains, the rate
of increase was faster in the ‘knowledge’ domain than in the ‘understanding’ domain. Students’ performed
much better in ‘knowledge’ domain than in ‘understanding’ domain in all three tests.
Strong positive correlation between students’ performance and their socioeconomic background was
observed in each of the tests. As expected, students’ performance improved with the increase of parental
schooling and household food security status.
7. Education and literacy attainment of population
The level of schooling and literacy status of the population are two direct outputs of primary education
development in the country. These were explored for various age groups of the population.
Four indicators were taken to understand the changes in level of education of the population. These include:
(a) ever schooled population aged six years or above, (b) primary education completers aged 11 years or
more, (c) junior secondary education completers 14 years or above, and (d) secondary education
completers who are 16 years or above. Increase was observed in each of the four indicators; however, it
was faster in the first two than the latter two. The rate of increase per year was more than one percentage
point in the first two indicators, less in the third and only 0.4 percentage point in the fourth.
Females were significantly ahead of the males in each of the indicators. The urban population outperformed
their rural counterparts in all four indicators. Progress was seen more among the females than the males
in each of the four indicators and it was higher for rural females than their urban counterparts. For instance,
proportion of ever schooled males increased 15.9 percentage points and of ever schooled females it
increased 20.8 percentage points. Again, increase in ever schooled population was 19 percentage points
in rural areas and 12.9 percentage points in urban areas. Increase in primary completers was 17.7
percentage points in rural areas and 14.1 percentage points in urban areas. It may be noted that the females
started from a lower base; nonetheless, a faster progress for women is encouraging.
The literacy rate of the population also increased over time. Overall increase was 15.7 percentage points
for the population aged 7 years and above, 15.2 percentage points for those aged 11 years and above and
13.4 percentage points for those 15 years and above. Literacy rate of the males was significantly ahead of
that for the females in all four surveys but the gender-gap narrowed over time. For instance, gender-gap
in adult literacy was 11.5 percentage points in 1998, which decreased to 11.2 percentage points in 2000,
7.1 percentage points in 2008 and 7 percentage points in 2013. Similarly, literacy rate of urban population
was significantly higher than rural population in each survey year. The urban-rural gap also decreased over
time but at a slower pace than gender-gap.
The percentage of households with at least one literate person (hence called a literate household) also
increased over time. In 2000, 61.1% of the households had at least one literate person which increased to
78% in 2005, 78.5% in 2008 and 82.9% in 2013. The rates of literate households were much higher in urban
areas than in rural areas throughout the period, though the urban-rural gap has come down over time. On
the other hand, the overall rate of progress in reduction of illiteracy has slowed down considerably in recent
years.
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The impact of expansion of primary education was the most among the youth (15–24 years) which is seen
in their educational attainment. During 1998–2013, the proportion of ever schooled youth increased by
23.9 percentage points (from 68.9% in 1998 to 92.8% in 2013), primary completers by 26.2 percentage
points (from 53.3% to 79.5%), junior secondary education completers by 22.9 percentage points (from
30.9% to 53.8%) and secondary school completers by 14.7 percentage points (from 14.6% to 29.3% ).
Progress in respect of secondary school completion has been considerably lower than in the earlier stages
of education.
Analysis of age-specific literacy rate showed the highest literacy rate among youth. The youth literacy rate
was 60.4% in 2000 which reached 74.9% in 2005 and 80.2% in 2013. The increase was 20 percentage points
throughout the period or 1.55 percentage points per year. Increase in youth literacy was noticed across
the board in terms of age group, gender and residence.
Using a Compound Growth Model, it is projected, taking 2013 as the base year that Bangladesh would
require another six years to reach 100% NER, but 37 years to reach 100% enrolment of children in the 610 years age group (RNER) in appropriate primary grades. In other words, these respective targets would
be achieved in 2019 and 2050 at the current rate of progress. It was also projected that the population of
age six and above will have at least one year of schooling by 2030 and it will be 2037 by the time all of the
11+ population complete primary education. However, all youth (15-24 years) will complete primary
education by 2022 and be literate by 2023. There would be no ‘non-literate household’ by 2021.

D. Key messages
The overall message of Education Watch 2015 is strongly positive. The trend of progress in the last two
decades has been maintained. There are major accomplishments, particularly, in what may be called the
‘intermediate’ outputs. The following are the key messages emanating from the findings of the Education
Watch 2015 study.
1. Educational institutions are better equipped than before; major improvement has been witnessed in
the government school facilities. Physical and educational facilities of primary educational institutions
have improved over time, especially in classroom space, sanitation and water facilities as well as
educational qualifications and training of teachers. Major improvements were noticed in the
government primary schools, which serve about two-thirds of the primary school students. Newly
nationalized primary schools lag considerably behind. The majority of the ebtedayee madrasas do not
have the minimum required facilities. Despite progress, separate and clean toilet facilities for girls, size
of the teaching personnel, high student-teacher ratio, and insufficient learning time especially in doubleshift schools are still concern.
2. Improvement of the systems was noticed in intermediate output indicators. These include survival of
students up to the end of primary education, completion of such education and reduction in dropout
and repetition. Learning achievement of the students also showed an improvement over time. However,
students’ performance in the ‘understanding’ domain lagged much behind the ‘knowledge’ domain.
This signals critical issues about teaching and learning for competencies, assessing competencies, and
how competencies are defined and handled in curriculum, teacher training and classroom practices.
3. Gender disparity in access and participation has been eliminated and share of females in primary
education is increasing. Enrolment of more girls than boys is well documented. This study also shows

39

xxxix

xl

Educaon Watch 2015

an increasing share of females among the teaching staff, heads of institutions, and in the school
managing committees. Proportions of schools with more female teachers than males and SMCs with
more female members than male members also showed an upward trend.
4. Disparity and inequity in primary education is a lingering problem especially in certain geographical
areas and socio-economic groups. Despite progress in school enrolment and learning outcome,
ecologically disadvantaged areas and socio-economic groups in poverty indicated by ‘food security
status’ in this study reflects inequity in terms of gender, residence (rural/urban) and parental schooling
level though the gaps in these respects have narrowed. Variations are visible among school types which
call for special effort to overcome.
5. Educational attainment and literacy status of the population have improved. As a result of continuous
effort to improve primary education and increased enrolment and completion in primary education, a
positive change has occurred in educational capability of the population of the country. Educational
attainment of the masses, represented by years of schooling completed, their literacy status and
households with at least one literate person have increased over time.
6. There is unfinished business from EFA 2015; these and the broader vision of Education 2030 as part of
SDG 2030 require concerted planning and action. Dropout and non-completion in primary education,
out-of-school children, better learning outcome and ensuring necessary resources are the continuing
unfinished agenda. In addition, helping all children grow and prepare them to learn through early
childhood development and preschool education; extending compulsory education to secondary level;
enhancing skills and competencies of learners for further learning, work and life; widening lifelong
learning opportunities in a learning society; preparing a new generation equipped for responsible
global and local citizenship and for its role in sustainable development; and removing obstacles and
disparities for all disadvantaged groups are part of the broader Education 2030 agenda.

E. Policy recommendations
The findings, the analyses and the main messages of the Education Watch 2015 study lead to policy
imperatives for continuing the effort to move forward with Education 2030 targets in the context of SDG
2030.
1. Address inequity in input and process related factors among various types of schools and the schools
within each type. This is important for the sake of offering equal opportunity to the children irrespective
of the type of school they enrolled and location of the schools. The upazila education offices can assess
the needs of the schools along with the SMCs and the communities and prepare development plans
for need based investment for further improvement of quality of primary education provision. A
mechanism for comprehensive upazila-based assessment, planning, estimating resource requirements,
management and monitoring for achieving universal primary education with acceptable quality has to
be established with the involvement of all education providers and the local government bodies. Special
attention has to be given to the development of the newly nationalized primary schools.
2. Emphasize on improvement of classroom teaching to make it more interactive and joyful so that
students’ classroom attendance increases and learning can be enhanced. Teachers, parents and the
school committee have to work together to bring about the transformation in classroom practices,
student engagement and better learning results. The role of SMCs is particularly important in this
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regard. At present, the parents, teachers and the SMC members have better educational attainment
than before. How the increased capabilities of these people can be utilised more effectively for creating
a learning culture at home and in school should be identified and implemented.
3. Encourage on-time entry to primary school to promote a culture and discipline of participation and
progression of children in school. Birth registration, campaign for entry at right age and regular
attendance should be the combined responsibility of school, managing committee, parents, community
and local government. This would also reduce age related heterogeneity in the classrooms, help better
classroom interaction among the students, and an atmosphere for joyful learning can be created.
Children of age six or above coming to enrol in school should be admitted in the first grade of primary
education irrespective of their prior experience of pre-primary education. Similarly, children below six
years should be admitted to pre-primary education.
4. Emphasize on a comprehensive view of learner competencies including the domain of ‘understanding’
and enhancement of creativity. This is strongly related to the way students are assessed in school and
in PECE and the way teachers prepare them for such assessments. How to move away from the current
text-book based and high-stake PECE to an emphasis on formative assessment and public assessment
of core competencies more to evaluate the system performance, rather than grading individual
students, should receive serious attention. The currently prevailing exam-centric pre-occupation of
schools, teachers, and parents needs to be transformed to a learning-centric school and classroom
activities, which have to be encouraged by policy measures. A culture of studying the content of a
subject in textbooks and other materials including the internet resources and an activity and project
approach in classroom, rather than memorising questions-and-answers, will encourage ‘understanding’
and creativity. Reducing the present student-teacher ratio to an acceptable 30 to 1 will call for at least
50 percent more teaching personnel with the current enrolment level.
5. The emphasis on quality of education cannot preclude attention to right-based access and participation
of all children in school. Still, about three million children are out-of-school! These children are most
vulnerable in terms of disabilities, geographical location, and socioeconomic status. A special
programme can be developed to reach these children. A single mode, say non-formal education, might
not work well to address everyone. A multiple mode of operation with new package of support
attractive than upabritti might be required. A systematic effort is needed to identify and reach out to
the children at risk of non-enrolment and dropout. To address the issue, DPE can work together with
the experienced NGOs with a time bound plan.
6. Public investment in education needs to be increased very substantially, reversing the trend of decline
as share of GDP and national budget. A holistic approach with strong political commitment is required
for this purpose, ensuring that both existing and new resources are better utilised. It cannot be just an
incremental approach of adding to the existing pattern of expenditure. Within the medium term, it
would be reasonable and feasible to double public resources for education as share of GDP and raise
it further in a 10-year time-frame up to a level appropriate for medium level middle income country.
Major increase in expenditure for teachers will be needed in the labour-intensive education sector, if
the required numbers of teachers are planned to be employed, attracting talented people and holding
on to them in the profession. Major investments will also be needed in infrastructure to ensure a
threshold of investment without which the system cannot function efficiently.
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7. Intensify and accelerate the work needed to address the unfinished tasks of EFA 2015 and launch a
coordinated national effort with a framework of action for Education 2030. Various elements of the
new agenda exist in existing primary, secondary and non-formal education and skills development
initiatives. These have to be critically looked at from an overall strategic framework for Education 2030,
filling gaps and deficiencies, strengthening components as needed, and maintaining an oversight over
progress. A participatory mechanism for this oversight by stakeholders including civil society, NGOs
and academics needs to be established with the lead given by the concerned national focal point for
SDG coordination. Adapting and adjusting global targets and indicators for the national context, linking
the education priorities to other SDG goals and targets, and guiding monitoring and reporting of
progress on Education 2030 can be the tasks of the oversight body.
To summarise a key point, the trend of positive development in the last two decades has been encouraging.
There are major accomplishments, particularly, in what may be called the intermediate outputs. The
unfinished tasks of EFA 2015 and the broader agenda of Education SDG 2030 present a challenge and an
opportunity. The positive results in recent years are the capital on which much needed further progress in
learning outcome and overcoming lingering disparities in educational participation has to be, and can be,
built. To reach the SDG target for 2030, Bangladesh needs to accelerate its progress compared to what was
done during the MDG era.
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A

quality primary education is the most effective tool for human capital formation. The International
community, national governments and the people throughout the world have been actively promoting
and supporting primary education, especially since 1990, when the global Education for All (EFA) initiative
began. The challenge has been to ensure access, completion of the full cycle of primary education and
improve quality of teaching and learning for all children.
Many countries have made good progress during the period. Bangladesh is among the top performers. This
year’s Education Watch report discusses progress made and challenges ahead in primary education. This
introductory chapter provides the rationale for the study, presents the global context in this sector, and
discusses in details the situation in Bangladesh.

A. Introduction
Primary and basic education is the foundation on which the nation’s edifice is built. It creates the ground
for individuals to pursue further learning and fulfil their potential in life. Although such education has been
in place for centuries, the majority of the world’s children did not have access to it for long. In some high
income countries primary education was made compulsory for all children of certain age more than a
hundred years ago; but it is a recent phenomenon in many low and middle income countries (LMIC). Primary
education captured the attention of the international community since the Jomtien Conference on
Education for All in 1990. This was reinforced at the World Education Forum in Dakar in 2000. The world
saw the international community and the national governments working together since then sharing
common concern and interest.
The World Education Forum 2000 in Dakar specified six EFA goals focusing on basic education as the
foundation for human development. Of the six EFA goals, the second one is specific to primary education.
The goal reads: ensuring that by 2015 all children, particularly girls, children in difficult circumstances and
those belonging to ethnic minorities, have access to, and complete, free and compulsory primary education
of good quality. In regard to quality, the sixth goal says, improving all aspects of the quality of education
and ensuring excellence of all so that recognized and measurable learning outcomes are achieved by all,
especially in literacy, numeracy and essential life skills (UNESCO 2000). In the same year, following Dakar,
the Millennium Development Goals (MDGs) were proclaimed at the United Nations. Two of the eight MDGs
are on education which emphasized access to and completion of primary education by all girls and boys.
According to the latest EFA Global Monitoring Report 2015, both the global initiatives, viz., EFA and MDGs,
played a dominant role in expansion of education throughout the world (UNESCO 2015).
It is to be noted that the World Conference on Education for All (WCEFA) of 1990, committed countries to
improving quality of education with equity. A decade later, the Dakar Framework of Action declared that
access to education of good quality is the right of all children. The declaration considered quality as the
heart of education. Mere access to education was considered meaningless without access to quality
education. In September, 2015, the UN General Assembly approved 17-point Sustainable Development
Goals (SDGs), setting global development agenda for the next 15 years up to 2030. The fourth SDG is on
ensuring ‘equitable quality education and life-long learning’. The goal pledges to ensure inclusive and
equitable quality of education and promote lifelong learning opportunities for all (United Nations 2015).
Targets related to this goal is provided in Annex 1.1.
Prior to 1990, the most part of the world was facing crisis of both access and quality of education. Thus,
the international initiatives at the initial stage (in Jomtien Conference 1990) emphasised ‘basic education’
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which included access to ‘literacy’ (3Rs’) with life skills knowledge. As the access increased emphasised
was gradually shifted to cycle completion as well as quality. Gender parity was a non-negotiable value for
all these calls and initiatives.
Bangladesh expressed its commitment to the international goals and targets since their inception. Its
development agenda is set in line with the need of the people and its international commitments. Various
initiatives have been undertaken in Bangladesh by the government, non-government organizations (NGOs)
and the private sector for expanding educational opportunities and improving its quality. In the year of
the Jomtien Conference (1990), the net primary enrolment rate was only 60% in Bangladesh which saw a
remarkable increase to over 97% by 2013 (BBS and UNICEF 1992; DPE 2014). In the case of school
enrolment, the girls lagged much behind the boys in 1990; the girls are now in a favourable condition.
Physical facilities in schools as well as student learning achievements have also improved. This improvement
is portrayed in government reports and is substantiated by various Education Watch studies (DPE 2013,
2014; Bangladesh Planning Commission 2015; Nath and Chowdhury 2001, 2009; Nath et al. 2013).
Quality of education is not a static phenomenon. Its definition varies with the change in national vision as
well as the overall development of the country and the education sector. Since its beginning in 1998,
Education Watch investigated various aspects of the quality of primary and secondary education. The latest
study on the quality of primary education was conducted in 2008 – about seven years back. Recognizing
the importance of this issue at the present stage of primary education development, the Education Watch
Group decided its 2015 report to be devoted to quality of primary education. It is opportune timing since
the year 2015 marks the culmination of international EFA goals and MDGs, and the setting of the new
development agenda, Sustainable Development Goals or SDGs, for the next 15 years. This study can be
considered as a summative assessment of the past years’ efforts and a baseline for the next 15 years, more
broadly the fourth SDG.

B. Expansion and quality of primary education globally
The UNESCO Institute of Statistics (UIS) and the EFA Global Monitoring Reports (EFA-GMR) have been
providing information on the progress of countries regarding the six EFA goals globally. Access to primary
education, quality of education and gender equality cover three of the six goals. Although it is not the same
kind of primary education that is provided to the children all over the world, there are common indicators
that can help examine progress and compare countries and the regions. The cultural context and the
economic strengths of the countries lead to somewhat differing curriculum objectives and assessment
systems as well as overall provision of primary education.
Countries vary in terms of official entry
age and duration of primary education,
and duration of compulsory education.
They also differ in their achievement on
these indicators. The entry age for
primary education varies from 5–7 years
but for a majority of the countries it is six
years (Table 1.1). In 2012, the primary
entry age was five years in 14.6% of the
countries, six years in two-thirds of the

Educaon Watch 2015

countries and seven years in 19.4% of the
countries. These figures were 12.3%, 64%
and 23.7%, respectively in 2000. Thus, a
moderate trend of shift towards earlier
entry to primary education over the past
15 years is seen. Duration of primary
education also increased over this period
in some countries, but for over 60% it
remained six years. The slight shift to
early entry and increase in duration of
primary education occurred both in high
income as well as developing countries
(Tables 1.1 and 1.2).
Primary education is not compulsory in every country and the duration of this also varies. Compulsory and
primary education are not necessarily of the same duration. Many countries increased the duration of
compulsory education in the recent years (2000–12). In 2000, duration of compulsory education was 5–8
years in 21.4% of the countries, six years in over a quarter of the countries and 10 years in another quarter
of the countries (Annex 1.2). By 2012, all these
figures reduced to 15.3%, 13.7% and 24.2%,
respectively. On the other hand, in 2000, the
duration was 11 years in 16.2% of the countries, 12
years in 9.8% of the countries and 13 years or more
in 2.3% of the countries. All these figures increased
over time and reached 18.9%, 14.7% and 13.2%,
respectively. In summary, duration of compulsory
primary education was 10 years or less in 71.7% of
the countries in 2000 which decreased to 53.2% by
2012. In other words, only 28.3% of the countries
had 11 or more years of compulsory education in
2000 which increased to 46.8% in 2012 (Figure 1.1).
Duration of compulsory education was 11 years or
more in 40% of the developed countries in 2000
which increased to 63.1% in 2012. Increase was
noticed in the developing countries too – from 22.9% in 2000 to 39.9% in 2012. The developing countries
reached at the level of developed countries after 12 years.
What is the situation in Bangladesh? Primary entry age in Bangladesh is six years and duration of primary
education is five years. None of these changed during the past six decades. Again, the duration of
compulsory education is five years which also remained unchanged for the past two-and-a-half decades.
Bangladesh is among the majority of the countries in terms of primary entry age but not in other two
indicators, in which the majority of the countries are ahead of Bangladesh.
Analysing overall situation of the countries in six EFA goals, the latest EFA Global Monitoring Report
commented that ‘improvements in access to education are one of the leading successes of the EFA
movement’; however, Universal Primary Education will not be reached by 2015 (UNESCO 2015). The global
primary adjusted net enrolment ratio (ANER) increased from 84% in 1999 to 91% in 2012 and UIS
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apprehended that the ratio would not go beyond 93% by 2015. Of the above improvement during 1999–
2012, the highest increase was recorded in Sub-Saharan Africa (14 percentage points) followed by South
and West Asia (10 percentage points each) and the Arab States (9 percentage points). The LMICs collectively
progressed eight percentage points during this period, whereas it decreased by two percentage points in
high income countries (Annex 1.3).
Improvement in adjusted net enrolment ratio (ANER) varied in terms of economic categories of the
countries (Figure 1.2. The highest improvement was found in the low income countries (13 percentage
points), which started from a low baseline, followed by lower middle income countries (10 percentage
points), middle income countries (5 percentage points), upper middle income countries (1 percentage
point) and no change in high income countries. Gender gap also came down hugely for each of the country
categories (Annex 1.4).
Table 1.3 provides global trends in total
primary enrolment in various regions. At the
global level, 595.5 million children were
enrolled in primary education in 1990 which
increased to 651.8 million in 1999 and 705.1
million in 2012. The rate of increase in 2012
was 18.4% since 1990 and 8.2% since 1999.
Since 1990, the year of Jomtien Declaration,
the highest increase in primary enrolment
was recorded in Sub-Saharan Africa
(132.4%) followed by South and West Asia
(42.8%), and the Arab States (40.2%). It was
24.1% in the developing countries. A
negative growth was observed in some
regions as well. These include Central and
Eastern Europe, Latin
America and the Caribbean
and East Asia and the
Pacific, in part because of
the reduction in the primary
education age population.
In terms of economic
category of the countries,
total enrolment increased
75.4% in the low income
countries, 21% in the lower
middle income countries
and less than one percent in
the
middle
income
countries (Annex 1.5).
Negative growth was
observed in the upper
middle and high income
countries.
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In 2012, girls’ share in the primary enrolment was 47–49% in each of the regions and the countries in
various economic strata (Annexes 1.5 and 1.6). Overall, it was 48% at the global level. Girls’ share in primary
enrolment increased from 45.9% in 1990 to 48% in 2012. Since 1990, the highest increase was recorded in
the South and West Asia (6.5 percentage points) followed by Arab States (3.6 percentage points). Figure
1.3 provides trends in percentage share of girls in primary enrolment for developed and developing
countries, separately.
As a result of increased enrolment of
both boys and girls, number of out-ofschool children has gone down over
time. The number of out-of-school
children was 104.2 million in 1990,
which increased to 105.8 million in
1999 and then decreased to 57.8
million in 2012 (Annex 1.7). The rate
of reduction was 44.5% since 1990.
Although the number of out-of-school
children was reduced in the
developing countries (45.2%) it
increased in the developed countries
(28%). The highest reduction of outof-school children was in South and
West Asia (69.7%). Reduction of over 50% was recorded in three other regions: Central and Eastern Europe,
Central Asia, and East Asia and the Pacific. Similar analysis by economic category of countries is provided
in Annex 1.8.
Students’ learning outcome has been generally seen as the key indicator of quality; however, the concept
of quality of education has changed over time with greater recognition of its complexity and its various
dimensions (UNESCO 2015). Development of schools and their effective functioning have been receiving
greater emphasis. The related indicators include the elements of internal efficiency of the system including
students’ progress through the school years leading to learning outcome. Average survival rate to the last
grade of primary education remained unchanged at 75% during 1999–2011. However, the rate substantially
varied in terms of the countries’ economic
status (Figure 1.4). On average, it was 72% in
the LMICs and 94% in the high income
countries. Girls were 1-2 percentage points
behind the boys.
Changes also occurred in administering
national level learning achievement tests.
Before 2000, the year of Dakar Forum, 34%
of the countries carried out at least one
national learning assessment test, which
grew to 69% between 2000 and 2013
(UNESCO 2015). Rapid progress was
observed in the Arab States, Central Asia,
Central and Eastern Europe, and East Asia
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and the Pacific. Number of learning assessments increased from 12 in 1990 to 101 in 2013. For countries
which participated in internationally conducted standardized tests like Programme for International
Assessment (PISA) during 2009–2013, some countries improved their performance while others remained
the same or showed deterioration. Student-teacher ratio declined in 83% of 146 countries and 75% of the
primary school teachers were trained up to national standard. It was estimated that 1.4 million additional
teachers were required to achieve UPE by 2015 (UNESCO 2015).

C. Primary education development in Bangladesh
Bangladesh, at Independence in 1971, inherited a legacy of disparity and neglect of development including
its education system (Sobhan 2015). Disparity in education between the two parts of Pakistan is well
documented. The number of primary schools during the pre-Bangladesh period declined by 2.5 percentage
points in the then East Pakistan against 4.6 times increase in West Pakistan (Asadullah 2010).
After Independence, the Constitution of Bangladesh adopted in 1972, pledged that ‘the State shall adopt
effective measures for the purpose of establishing a uniform, mass-oriented and universal system of
education and extending free and compulsory education to all children to such stage as may be determined
by law’ (Article 17a). The Constitution recognized that education up to a certain level is the responsibility
of the State and it ensured equal opportunity in enrolment in all educational institutions (GoB 1998).
In 1973, recognising the state responsibility for primary education, existing laws related to primary
education were repealed. The government took over the responsibility of all primary schools in 1974
through nationalisation of primary education (GoB 1973 and 1974).
In order to prepare a national education policy ten Education Commissions/Committees/Task Forces were
formed in Bangladesh over the years. The first National Education Commission headed by Dr. Kudrat-eKhuda raised the expectation of the nation to a high level through its report in line with the national
Constitution. The Commission recommended extending the duration of primary education from five years
to eight years within five years of acceptance of the report. The following eight Commission/Committee
reports also made many recommendations for the development of primary education. Although, no
‘education policy’ was formulated using these reports, the recommendations were useful in educational
planning by the government.
The government’s educational plans are made by the Planning Commission in consultation with the two
ministries for education. These are available in successive five-year plan documents. Specific targets to
create infrastructure of the primary schools, increase the number of students and teachers, affirmative
actions to increase girls’ enrolment and women’s share in teaching staff, creating facility for teacher training,
etc. were made in each of the five-year plans. Financial support to implement these plans were made
through annual budgetary allocations and approval of development projects by the Executive Committee
of the National Economic Council (ECNEC).
From 1990 onwards, many initiatives were taken in Bangladesh, reflecting political objectives of the
government, international call for Education for All (EFA), and support of the bilateral and multilateral
development partners. These are:
A separate division for primary and mass education was established which was later upgraded to
a Ministry. The Prime Minister was in-charge of the Ministry for most of the time.
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Various awareness programmes to motivate parents to send their children to schools, including
school-centric area-based household survey to identify out-of-school children and courtyard
meetings with parents, especially mothers.
Introduction of ‘food for education’ programme which was later modified to a stipend programme
called upabritti for the poorer 40% of the students. It was primarily started in rural areas and
subsequently spread to the whole country.
The Non-governmental Organizations (NGOs) have taken up large programmes to cater to the
disadvantaged groups of children through non-formal primary schools.
Competency-based curriculum was introduced and the textbooks were modified in line with the
specified competencies. The competencies were also modified over time.
Primary education was made compulsory and fee-free for the majority of the schools and textbooks
were distributed free of cost to all students.
A national level Primary Education Completion Examination (PECE) was introduced.
With support from the development partners the Primary Education Development Programme
(PEDP) was undertaken. The third phase (PEDP 3) is underway now.
Over 25,000 private non-government primary schools were newly nationalized.
Instead of creating another Education Commission the new government in 2009 made a National Education
Policy Formulation Committee. The draft policy was shared with the stakeholders at various levels before
its finalization. Through discussion at the Jatiya Sangsad the National Education Policy 2010 came into
reality, first of its kind in the country. Note that another education policy was prepared in 2000 which was
not taken to the Jatiya Sangsad or implemented.
The National Education Policy 2010 aims to ensure enrolment of all children in recognized primary
educational institutions and to provide them quality education. It also aims to address existing
discriminations among schools in regard to facilities and overall educational environment. To achieve these
aims it formulated a 34-point strategy under 18 subheadings. Further nationalization of schools, elimination
of discrimination among and within various types of schools, common curricula and assessment system,
qualified and trained teachers, joyful school environment, no dropout and full enrolment and completion
of primary education are the major items addressed in the strategy. A summary of the strategy is provided
in Box 1.1. Emphasis on creating an environment to increase quality of education is clear in this policy
document.
The record of expansion of primary education since 1971 has been impressive. Before Independence, there
were 29,082 primary educational institutions with 117,275 teachers and 5,250,819 students (Table 1.4).
Over the 44 years of Bangladesh, the number of educational institutions increased to 108,537 with 482,884
teachers and 19,552,979 students1. During this period, number of institutions grew 3.73 times, teachers
4.12 times and students 3.72 times. Major increase in these three areas was continued in the 1990s and in

1

Such a big jump in the number of educational institutions was because of inclusion of about 15,000 non-formal
schools which was not the case earlier. These schools contain similar number of teachers and 438,841 students.
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Box 1.1
A summary of strategies for primary education under the National Education Policy 2010
The State will continue and increase its responsibility to ensure basic education for all. Nationalization of
primary education will continue. NGOs and others can provide primary education with permission from
concerned State authority.
In view to develop a non-discriminatory education system a uniform curricula and syllabus will be followed in
core subjects. The subjects included Bangla, English, Mathematics, and Bangladesh & Global Studies.
Age of admission into primary education is six years which will continue up to 10 years for now but 14 years
in future. Thus, the duration of primary education will be extended from five years to eight years. Studentteacher ratio will be 30:1.
A safe, caring and conducive environment will be ensured in schools and joyful, attractive and learner-friendly
classroom atmosphere will be created through responsive behaviour of teachers.
Subject-based textbooks following specific objectives of primary education and supplementary text materials
and other teaching materials would be ensured.
As a way of addressing dropout, stipend for poor students will be extended, and joyful environment will be
created through introducing various co-curricular activities.
Measures will be taken to ensure access to education among children from small ethnic groups, physically
challenged, street children, and ultra-poor children.
Acute discrimination of primary schools of different types and locations will be minimized by phases. Special
initiatives will be taken for rural backward areas.
Interactive teaching methods will be pursued. Continuous and terminal assessments of students will be
emphasized.
Community participation in school management and improvement of schools will be ensured. Quality of
education at school level will be monitored continuously. Supervision and monitoring of education within
schools will be strengthened.
Persons with appropriate educational qualifications will be recruited as teachers through a teacher selection
body. Teachers will have to be trained within a certain period of recruitment. There will be opportunities of
promotion for the teachers.
Source: National Education Policy 2010, Ministry of Education, Government of Bangladesh (2011)

the following years. The proportion of females among primary teachers was only 2.2% before Independence
which increased to 30.9% in 1990, and to 57.8% in 2014. The girls were below a third of the total primary
students in 1970 which gradually increased to 44.7% in 1990 and to 50.7% in 2014. More girls than boys
enrolled in primary education institutions in 2010 and onwards.
Change in student-teacher ratio is also noticeable (Table 1.4). There were 45 students per teacher in 1970
which gradually increased to 64 students per teacher due to slow down in teacher recruitment. The ratio
then gradually decreased with the recruitment of more teachers. The ratio came down to 45:1 in 2010 and
41.1 in 2014. From 1990 to 2014, the number of primary educational institutions grew 2.3 times, teachers
2.6 times and students more than 1.6 times.
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Bangladesh has pragmatically accepted a policy of multiple providers in primary education which can be
seen from recent official data presented in Table 1.5. It shows the existence of at least 15 categories of
primary educational institutions in the country. They vary in terms of different indicators such as number
of institutions, teachers and students, percentage of female teachers and students, and student-teacher
ratio. Government primary schools, newly nationalized primary schools and the kindergartens are the three
major providers of primary education. These types cater 52.1%, 22.9% and 10.2% of the total enrolment
of primary students, totalling 85.2%.
Annex 1.9 provides the trends in number of various types of educational institutions from 2001–2014. It
shows increasing trend in the kindergartens and NGO operated five-graded primary schools and decreasing
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trend in standalone ebtedayee madrasas. Nationalization of huge number of registered and non-registered
non-government primary schools is also noticed. Non-formal schools were not counted in the official table
earlier which is now counted.

D. Outline of the report
This report contains 10 chapters. It also includes an overview, annexes and a bibliography. Seven of the 10
chapters contain the findings of the study. Taking note of the historical perspective, this first chapter started
with the rationale of this study followed by development of primary education globally and in Bangladesh.
Chapter 2 provides study objectives, detail of methodology, data sources, reliability and validity of the
estimates, and strengths and limitations.
Chapters 3–9 presents the major findings of this study; the first four deal with the input and process issues
and the remaining three on outputs. Chapter 3 is on the primary education institutions which includes
various kinds of physical and educational facilities of the institutions and their quality. Considering teachers
as a central element for quality of education, Chapter 4 presents an analysis of their distribution,
educational qualification, training, attendance and service length. Chapter 5 deals with management of
primary institutions which includes an understanding of the composition of school managing committees
(SMC), the role of the head teachers and the issues discussed in SMC meetings. Access to primary education
along with its various dimensions and socio-economic differentials are provided in Chapter 6.
Chapter 7 discusses internal efficiency of primary education considering promotion, dropout and repetition
in various grades as well as survival of students up to the end of primary education. Students’ learning
achievement based on a competency-based test is provided in Chapter 8. Chapter 9 gives overall situation
of education and literacy of the population of Bangladesh which should improve with the development of
primary education.
Chapter 10, the final chapter, discusses the findings presented in the previous chapters, referring to other
relevant studies and documents on educational plan and policy. Key messages from this study and policy
recommendations for enhancing quality of primary education during the SDG era are also presented. The
annexes provide additional tables related to findings, instruments used and some notes on methodology.
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his chapter provides a brief description of the methodology used in this Education Watch report. Starting
with the objectives of the study this chapter presents analytical method, indicators, data sources,
instruments, the sample, weighting, data collection procedures, validity and reliability of statistical estimates
and strengths and limitations.

A. Study objectives
Keeping quality of primary education in Bangladesh as the centre of attention, this study aims to explore
the issues and trends through the lens of equity. Following are the specific objectives.
1. To explore the quality of educational institutions through using selected input and process related
indicators, variations in them and changes over time.
2. To investigate the profiles of teachers, head teachers and the members of school managing
committees in terms of gender, educational qualifications and training and their roles in providing
quality education.
3. To investigate children’s access to education, participation in it and achievement of competencies
as well as the socio-economic correlates of enrolment and learning achievement and changes in
these over time.
4. To assess efficiency of educational institutions, and education and literacy status of population as
outputs of investment in primary education and explore the trends in these outputs.
5. To examine equity in the input, process and output factors in the basic education services in relation
to gender, residence, school type and socio-economic backgrounds.

B. Analytical method
Assessment of quality of education can be done in many different ways using both qualitative and
quantitative methods; however, a combination of both is considered a stronger and preferred approach.
The nation’s vision and objectives for primary education, as well as various inputs in the system, the ways
the inputs work at school level, direct outputs and longer term outcomes are various components of quality
of primary education. There are many approaches to assess quality of education. A popular approach based
on an Input-Process-Output model will be used in this study. This IPO model was applied in earlier studies
under the Education Watch. This will make it easier to compare results and facilitate trend analysis which
is important in assessing progress. Note that along with the two sets of indicators developed and used by
the Directorate of Primary Education (DPE) of the government (viz., Key Performance Indicators or KPI and
Primary Schools Quality Levels or PSQL), some additional quality frameworks such as UNESCO (2005),
Gobinda and Varghese (1993), Mayer et al. (2000), Chowdhury et al. (1997), Nath and Chowdhury (2001,
2009), and Nath (2006) were consulted in selecting the indicators, all under the IPO framework.
Input indicators: Infrastructure of schools, overall school environment, cleanliness, classroom facility, seating
capacity, teachers’ room, teachers’ educational qualifications, teachers’ training, drinking water and toilet
facility, school library, quality of blackboards, students’ enrolment, students background characteristics.
Process indicators: students attendance, teachers attendance, student-teacher ratio, hoisting of national
flag, singing of national anthem, provision of school dress, cultural activities, sports, type of issues discussed
in SMC meeting.
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Output indicators: Proportion of students surviving to the fifth grade, coefficient of efficiency, students’
achievement of competencies, level of education of population, and literacy status of population.
Figure 2.1 presents the IPO model used in this study. List of indicators used in assessing quality of primary
education is provided in Annex 2.1 and glossary in Annex 2.2. It should be noted that four important issues,
viz., curriculum, textbooks, classrooms teaching-learning provisions, and teacher training process were not
addressed in this study, due mainly to non-availability of comparable data. Household level financing was
address in the latest Education Watch report (Nath et al. 2015)

C. Data sources and instruments
This study used various years’ data, from 1998 to 2014, collected for different Education Watch studies.
Data sets which contain any of the components/indicators of quality of primary education were used. These
included:
Education Watch Household Survey, 1998, 2000, 2005, 2008 and 2013
Education Watch Educational Institution Survey, 1998, 2000, 2008 and 2014
Education Watch Competency-based Learning Achievement Test, 2000, 2008 and 2014
Household survey: This was primarily used to measure enrolment rates. Analysis of socioeconomic
background characteristics of the primary level students, and education and literacy status of population
were also made use of these data. The household survey questionnaires contained age, gender, years of
schooling completed and literacy status of all members of the households following the census definition.
School enrolment status of persons aged 4–20 years and those enrolled in primary grades were identified
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among the household members. Parental education of each of them was also collected. Household-based
information included: household food security status, religion and ethnicity of household head, electricity
availability at home, and distance between home and nearest primary school. Except the last variable, all
others were available for all the years. The last one was collected only in 2008 and 2014.
Educational Institutions survey: This source was used to measure various quality indicators related to
educational institutions. The educational institution survey questionnaire for 2008 and 2014 were similar.
The questionnaires included some basic information about the schools, school infrastructure, drinking
water and toilet facilities, classrooms and their quality, cleanliness, seating capacity, co-curricular activities,
promotion, dropout and repetition, teachers profile and their education and training, profile of school
managing committee members, number of meetings held and issues discussed in the meetings. The
Educational Institution Survey questionnaires for 1998 and 2000 were much shorter and thus, did not cover
all the above information. However, all four surveys contain some common variables.
Competency-based Learning Achievement Test: This is the first of its kind in Bangladesh and the test
instrument was developed by the Education Watch Group in 2000. This test is suitable for the students
completing primary education. At that time the National Curriculum and Textbook Board (NCTB) specified
53 attainable terminal competencies which the students were supposed to achieve by the end of primary
education. Out of 53 competencies, the Watch Group identified 27 which were amenable to paper-pencilbased test. Thus, the test was based on these competencies. The test covered three competencies on
Bangla and English each, five on Mathematics, six on Bangladesh & Global Studies [then called Paribesh
Parichiti (Samaj)], nine on Primary Science [then called Paribesh Parichiti (Bigyan)], and one on Religion &
Moral Education (then called Religious Studies). Total number of items was 64 (Table 2.1). The same test
was administered in 2000, 2008 and 2014. The National Curriculum and Textbook Board (NCTB) made some
changes in the list of competencies twice. In
the first instance, the number of competencies
was reduced to 50 and later to 29. NCTB
reduced the number at the terminal level by
consolidating some competencies and
dropping others, but the grade-wise learning
continuum most remained similar. In a broad
sense, therefore, contents of the
competencies, though reformulated, did not
change significantly. Detailed description of
test development and its validity and reliability
is available in Nath and Chowdhury (2001).

D. Study sample, weighting and respondents
Sample: Detailed description on the sampling strategy is available in the Education Watch reports of the
respective years. This section presents it briefly. The sample size varied from one year to another because
of number of strata considered and the questions addressed. For instance, provision of division-wise
estimates was there in the first four household surveys, but in the fifth survey, only a single national
estimate was intended. Thus, the sample size for 2013 household survey was much smaller than the others.
Similarly types of educational institutions considered also varied from one year to another. School type
varied from one year to another in competency-based test too. For instance, government, newly
nationalized (previously known as registered non-government primary school) and non-formal schools
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were common in all three test years. In 2008, primary sections of high schools, ebtedayee madrasas and
ebtedayee sections of high madrasas were added. On the other hand, ebtedayee madrasa was kept in 2014
test, kindergartens were added but high schools and high madrasas were excluded. Sample size varied
because of the variation in number of school type. As three major types were common in all three tests,
national level estimates had no effect of this. Table 2.2 provides sample size for various surveys at a glance.
The sampling frame was always taken from the government sources such as Directorate of Primary
Education (DPE) and the Bangladesh Bureau of Statistics (BBS). Again, the sampling procedures were similar
in all cases. Statisticians who are part of the Education Watch initiative looked at the technical issues in
deciding sampling strategies for the surveys.
Weighting: In most cases, especially when stratified sampling strategy was applied, sample size for each
stratum was equal. However, they were unequal in the population. This required application of weights in
order to get pooled estimates at the national as well as location (urban/rural) levels. Proportions of
population were used as weights following standard statistical procedures. Weights used in analysing
various data sets are available in the Annexes of the respective year’s Education Watch reports.
Respondents: Heads of the households were the first choice as respondents for the household surveys. In their
absence, their spouses were the second choice. If the spouses were not available, any adult member (18 years
or older) of the households was considered. All interviews were held in the premises of the households
(courtyards, verandas or drawing/sitting rooms). The respondents often received help from other members
of households or their neighbours specifically in determining age of the household members.
Head teachers were the principal respondents for the Educational Institution Surveys which were held at
the offices of the respondents. In cases where school records had to be consulted a few other teachers
helped the heads in finding the correct information. Observations were solely done by our Research
Assistants.
Competency-based learning achievement tests were administered in the classrooms of the sampled
students. These were group tests. The whole procedure of the test was described to the students before
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start and confirmed that all of them could understand it. Necessary stationery such as pencils, sharpeners
and erasers were provided to each student.
Each interview was conducted and the test was administered by a team of two members. This helped
ensuring smooth operation of fieldwork. The Research Assistants did all the fieldwork who were supervised
by a separate team as well the main Research Team. Research and Evaluation Division of BRAC was
responsible for training of Research Assistants and the Supervisors, smooth operation of field, data
computerization, cleaning and analyses. Analysis of data for this study and preparation of the Education
Watch 2015 report were also done in the Research and Evaluation Division of BRAC.

E. Data analyses procedure
Basic statistics like percentage, percentage distribution, cumulative percentage distribution, quartiles,
quintiles, mean, median, standard deviation, coefficient of variation, etc. were the main tools for analysing
data. Single, bi-and-tri-variate analysis were mainly done. Appropriate statistical tests were carried out to
see the significance of the differences. Multivariate analysis were also done. Operational definition of some
of the indicators are given in Annex 2.2. Years will require to full achievement in some selected indicators
were estimated using the current rate of progress. Instead of extrapolating the observed curve, Compound
Growth Model was used for projection. Following is the formula for calculating the growth rate.
yt = y0(1 + r)t
Where, yt is the rate in current (latest) year
y0 is the rate in base (initial) year
t is the duration between base and current year, and
r is the compound growth rate
The growth rate was then used in the following formula to project additional years required.
tp = log (ye/yt) ÷ log (1 + r)
Here,

ye is the expected rate to achieve in future
tp is the projected duration to achieve ye

F. Validity and reliability
The indicators and the issues considered as components of quality of primary education were taken from
the two sets of indicators which the Directorate of Primary Education (DPE) uses to assess performance of
primary education sector in Bangladesh. These are called Key Performance Indicators (KPI) and Primary
Schools Quality Levels (PSQL). Moreover, some quality frameworks used by UNESCO (2005), Gobinda and
Varghese (1993), Mayer et al. (2000), Chowdhury et al. (1997), Nath and Chowdhury (2001, 2009), and
Nath (2006) were also consulted. All these helped framing a standard analytical framework and the
indicators which is well grounded in the context of Bangladesh. One of the major output indicators is
achievement of competencies. The competencies were adopted by the National Curriculum and Textbook
Board (NCTB). The textbooks were also prepared based on these competencies. Thus, the study is validated
taking into account expert wisdom and thoughts available on assessment of education quality, the national
competencies for primary education, primary education assessment indicators of the government, and
national priorities of primary education.
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The household and school survey questionnaires and the competency-based test were developed by several
groups of experts, field tested several times and discussed in Education Watch Group meetings. Appropriate
statistical and educational procedures were followed throughout their development. Mostly the same
instruments were used in several Education Watch studies which produced consistent estimates. Consistent
estimates of the indicators and their similarity with the other studies help validate the instruments used.
Details on the development of instruments and analytical procedures are available in previous Education
Watch reports (Chowdhury et al. 1999, Nath and Chowdhury 2001, Ahmed et al. 2006, Nath and Chowdhury
2009, Nath et al. 2014, 2015).
Reliability of learning achievement test and other data used in this report is also an important issue. In
order to measure the reliability of household survey, re-enumeration of 2-3% of households was done
within 7-10 days of all the surveys. Enumerated and re-enumerated data were then matched using
computers. This produced high rate of matching in most of the indicators (Table 2.3). Note that reenumeration was not possible for Educational Institution Survey due to practical reasons, but the
supervisors informally triangulated some of the information during their post enumeration visits.
The item selection procedure
during test development
ensured reliability of each of
the 64 items individually.
Reliability of the whole test
was assessed twice – once at
the time of test development
and again with the data
gathered through national
survey in 2000. Both showed
that the test was more than
90% reliable (Nath and
Chowdhury 2001). The whole
test reliability was also
checked using the test data
of 2008 and 2014. Similar to
2000, Kuder-Richardson formula number 20 (or KR 20) was used to measure reliability of test data in 2008
and 2014 (Ferguson and Takane 1989, Carmines and Zeller 1979). This exercise was done separately for
each type of school too. The coefficients were found between 0.90 and 0.93. These statistics ensure that
the test data used in this study was satisfactorily reliable.

G. Strengths and limitations
All necessary measures were taken in order to carry out scientific inquiry of quality of primary education
so that strengths of the study increase and limitations reduced. However, like any other survey-based
research this study shares both strengths and limitations. Strengths and limitations of this study are
presented below.
Strengths
1. `This study provides the state of quality of primary education in 2014 as well as trends in various quality
related indicators used in previous studies at different points in time which helps to understand the
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progress of primary education provision in the country since 1998. This study provides an independent
time-series history of quality improvement of primary education for the past one-and-a-half decade.
No other study of this kind has been undertaken in Bangladesh.
2. Although data of various years were used in producing this report, the methodology including sampling
and data collection procedure, and the instruments used were mostly the same for every year. This
made comparison and trend analyses possible.
3. Education Watch conducted school survey and administered test in three major types of institutions
in the various studies. This ensured representation of major provisions as well as majority of the primary
students. Other selected types of institutions were also considered in some years. Overall, the school
surveys and the achievement test covered 85-93% of all primary school students in the country. Note
that Bangladesh had 10 types of primary educational institutions earlier which rose to 14. Studies done
by the government often cover only two major types (viz., the government primary and registered
private primary school).
4. Along with assessing quality of primary education at the national level this study assessed it by gender,
location (urban/rural) and school type. This created scope for comparison among various sub-groups of
schools and students, examine differences among them and analyse progress. Overall, analysis of equity
in terms of above and socio-economic background of students consistently is a strength of this study.
5. National databases created by BBS, DPE and BANBEIS were used as sampling frame for all the surveys
under Education Watch. The databases made the work easier in respect to drawing samples of
educational institutions and having national estimates, making estimates more representative as well
as deriving generalization.
Limitations
1. Curriculum and textbooks are two important elements of quality of education. This study did not cover
them. So, the full scenario of the state of quality of primary education could not be captured.
2. Classroom teaching-learning provision play a very important role in achieving quality of education. Only
the Education Watch 2000 attempted to understand classroom cultures and practices. Thus, it was not
possible to see changes over time in this regard. No information was collected about in-school student
assessment provision. These limited the merit of this study.
3. Educational institution surveys and the learning achievement test did not cover certain types of schools
and their students representing small numbers due to practical reason. As a result full representation
of the primary education system in Bangladesh was not possible in this study. The study covered about
85% of the schools and students, as mentioned above.
4. The learning achievement test was administered only on the students of grade V. A deep understanding
of school quality should include performance of students of other prior grades too.
5. Although the household survey was the strongest part in terms of representativeness of samples, validity
of the estimates generated from them were based on correct determination of age of household members.
It was the most difficult and time consuming task in household surveys. Although all possible steps were
taken to get the best estimates as recommended by demographers some errors cannot be ruled out.
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stablishment of education institutions and creating an enabling condition in them for learning are the
basics of any education system. The Education Watch studies in the past documented existence of poor
and inadequate physical and learning facilities in primary education institutions in Bangladesh. This chapter
provides a description of the primary education institutions that were surveyed under Education Watch
2015. The indicators considered are essential for delivering quality education and fall in the area of Input
in the overall framework of quality of education. Starting with history and location of the sampled schools,
the chapter presents the indicators and variations in them by school type and location. To see the progress,
we analyse the changes that have taken place since the time the first Education Watch report was available
15 years ago. Major indicators discussed in this chapter are physical facilities including teachers’ rooms and
classrooms, drinking water and toilet facilities, co-curricular activities, and some basic norms related to
schooling.

A. History and location of schools
The educational institutions sampled for this study were established at different times, with a few
established over a century ago. In general, the government primary schools had longer history than those
of any other types. These schools were originally established by the community at various phases of history
but were taken over by the State in 1974 through government ordinance (Government of Bangladesh 1974).
On the other hand, the non-formal primary schools are the most recent addition to the system. The oldest
educational institution in the sample was established 212 years ago, in 1803.
Nearly a fifth of the educational institutions (all types) were established during the British period, i.e., prior
to 1947, 11% during the Pakistan period (1948–1971), and 21.4% during 1972–1990. Nearly a half (48.5%)
were established post-1990 (Annex 3.1). Majority of the government primary schools, which enrol more
than half of the students, were established during the British period (58%). Two-thirds of the newly
nationalized primary schools and 70.7% of the ebtedayee madrasas were established during the first two
decades of Bangladesh. On the contrary, the non-formal schools were established recently, during the past
one-and-a-half decades. Nearly 64.8% of the urban schools and 46.2% of the rural schools were established
on or after 1991. It may be mentioned that most of the kindergartens and the non-formal primary schools,
93.3% of the newly nationalized primary schools, 88% of the ebtedayee madrasas and 14% of the
government primary schools were established after the Independence of Bangladesh. Two-thirds of the
rural and 81% of the urban schools also fall in this category.
On average, the schools were established 34 years ago (Annex 3.1). This was 35 years for the rural schools
and 25.5 years for the urban schools. School type-wise, this average was 72.4 years for government primary
schools, 33.9 years for ebtedayee madrasas, 31.2 years for newly nationalized primary schools, 13.4 years
for the kindergartens and about three years for the non-formal primary schools.
Distance between an educational institution and its upazila centre is an indication of its geographical
remoteness. The average distance of the educational institutions from the respective upazila centres were
8.8 kilometres (Annex 3.2). On average, the rural schools were 9.7 kilometres away from the upazila centres
and the urban schools 2.1 kilometres. Non-formal schools were supposed to be far away from the upazila
centres (as these are set up by NGOs to reach the left-out children) but this was not necessarily the case.
Thirty-six percent of the rural schools were over 10 kilometres away from upazila centres.
Apart from the distance, the extent of difficulty faced by children to reach the schools was also assessed.
It was done separately for dry and wet seasons. A three point scale was used: easy to reach, moderately
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difficult to reach and hard to reach.1In dry season, 80.5% of the schools could be accessed easily, 11.9%
moderately and 7.6% hardly (Annex 3.3). The difficulty level increased during the wet season. As expected,
rural schools were more likely to be difficult to reach compared to the urban schools. Kindergartens were
the most easily accessible educational institutions in both the seasons. Similar information was also
collected in 2008. Comparing the 2014 information with those of 2008 it can be said that the situation has
improved in each of the above three aspects. This may be because of improvement in road transportation
system in the country.
Reduction in the distance between
home and school was also noticed
during 2008–2014. In 2008, the
nearest primary school was over 2
km. for 51.9% of the children. A
dramatic change was observed in
2014 – nearly 80% of the households
reported that nearest primary school
was within a half kilometre of their
home. Figure 3.1 presents some
information on establishment of
schools and their location for the
years 2008 and 2014. This shows that
the primary educational institutions
were nearer to households and easily
accessible to the children over time.

B. Selected basic facilities
Basic facilities of an educational institution include land and school building, playground, electricity, garden,
and overall surrounding conditions.
Basic facilities: On average, in 2014, 60.8% of the educational institutions were established on their own
land and 63.8% of the institutions had buildings constructed for the school (Table 3.1). Rural educational
institutions were 16–17 percentage points ahead of their urban counterparts in both. Most of the
government primary schools, newly nationalized primary schools and the ebtedayee madrasas had their
own land as well as own buildings. On the other hand, less than half of the kindergartens and a negligible
portion of the non-formal primary schools had this. Less than a fifth of the educational institutions had
disable-friendly school buildings (with access ramps). School type-wise, 38.7% of the government primary
schools and 18.7% of the newly nationalized primary schools had buildings with ramps.
Fifty-seven percent of the primary educational institutions had playground; 57.8% in the rural areas and
50.3% in the urban areas (Table 3.1). Some of these institutions had no playground of their own but they
could manage to have some unused land to use as playground. Such a case was mostly applicable for the
kindergartens and the non-formal primary schools. Although most of the government and newly
1

If the school could be reached by road most of the times of a normal year it was considered as easy to reach. If there were some
obstacles like agricultural fields or small water body in between the school and upazila town it was considered as moderately
difficult, and if the way was under water for major parts of the year it was considered as hard to reach.

4

Educaon Watch 2015

nationalized primary schools and the ebtedayee madrasas were established on their own land but a section
of them kept no playground. About 15–16% of the government and newly nationalized primary schools
and 21.3% of the ebtedayee madrasas had no playground. Less than 5% of the non-formal primary schools
and 58.7% of the kindergartens had playground.
On average, 41.8% of the educational institutions had electricity connection (Table 3.1). School type-wise
variation was also prominent. Kindergartens were much ahead of others in this followed by the government
primary schools. Almost an equal proportion of the newly nationalized primary schools and the ebtedayee
madrasas had electricity facility – 34.7% and 32% respectively. Only 14% of the non-formal schools had
electricity connection.
Setting up a flower garden in the school
premise was not a popular practice. Such a
garden was found only in 7.4% of the schools
– with much lower proportions among nonformal schools and madrasas. Figure 3.2
shows that percentage of schools with a
garden decreased between 2008 and 2014.
However, percentage of schools with ramps
in structure and electricity connection
increased slightly during the same period
(2008–2014).
In 2008 and 2014, most of the government
and newly nationalized primary schools and
the ebtedayee madrasas had their own land.
No comparison is possible for kindergartens as they were not studied in 2008. As majority of these were
established in rented houses, the total average of schools having own land tremendously declined over
time. The same was observed for schools having own building. However, improvement was noticed in
electricity connection in schools and having structures with a ramp. Proportion of schools having playground
also increased in the cases of government and newly nationalized primary schools and the ebtedayee
madrasas (Figure 3.3).
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Cleanliness: Cleanliness of the floors of
classrooms and corridors and walls of
classrooms and the school buildings was
examined. In 2014, floors of the school houses
were found to be clean in 58.8% of the schools,
dust was found on the floors in 20.9% of the
schools and both dust and waste papers were
found on the floors in 20.3% of the schools
(Table 3.2). The non-formal schools were better
than other types of school, with clean floors in
86.1% of the schools. A similar type of
cleanliness was observed in three types of
schools, viz., government and newly nongovernment primary schools and the
kindergartens. The condition was very poor in
the ebtedayee madrasas. Overall, not much variation was observed between urban and rural schools.

Walls of two-thirds of the school houses were found to be clean in 2014, though most could benefit from
a coat of paint (Table 3.2). Urban schools were ahead of the rural schools in terms of clean walls. Compared
to others, government and newly nationalized primary schools had a tendency to paint the walls; however,
a good portion of them did not keep them clean. Kindergartens and non-formal schools had a general
tendency to keep the walls clean. Overall, not much improvement was observed in this respect between
2008 and 2014.
Quietness of the surroundings: Quietness of the surroundings of the educational institutions in a normal day
was assessed on a three point scale. These were calm and quiet, slightly noisy, and noisy. Assessment was
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done through direct observation by the
research
assistants;
however,
discussions were also held with the
school heads and others as required.
Overall, surroundings of 59% of the
surveyed schools were found to be
calm and quiet, 35.1% slightly noisy and
5.9% noisy (Table 3.3). Rural schools
were more likely to be established in
quite places compared to their urban
counterparts. This information was not
available for 2008.

C. The classrooms and teachers’
rooms
Classrooms: On average, the
educational institutions had 3.7
classrooms in 2014; 3.4 in rural areas
and 5.6 in urban areas (Table 3.4). School type-wise analysis shows that the kindergartens had the highest
number of classrooms and the non-formal schools (by design) had the least. The former, on average, had
7.2 classrooms each and the later were single classroom schools. Among others, the government primary
schools had 4.9 classrooms, the newly nationalized primary schools had 3.4 and the ebtedayee madrasas
had 3.7 classrooms.
Overall, in 2014, 15.6% of the classrooms could be termed as disable-friendly because these could be
accessed using ramps attached with them (Table 3.4). This was the case for 16.5% of the classrooms of
rural schools and 11.6% of those of urban schools. Such facility was available for 21.8% of the classrooms
in government primary schools,
13.9% of those in newly nationalized
primary schools, 10.5% of those in
kindergartens, 6.1% of those in
ebtedayee madrasas and 5.5% of
those in non-formal schools. It is
noteworthy that only 5% of the
primary classrooms were disablefriendly in 2008.
The government has decided 507 sq.
ft. (26´x19´6´´) as a standard of
classroom size in primary schools and
there is an intention to increase
proportion of such classrooms in the
schools. In 2014, only 8% of the
classrooms surpassed this criterion.
(Table 3.4). School type-wise, 12.5%
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of the classrooms in the government primary schools, 6.3% in the newly nationalized primary schools, 6.1%
in the ebtedayee madrasas, 4.8% in the non-formal schools, and 3.3% in the kindergartens were of the
above size or bigger. The average size of classrooms was 327.4 sq. ft. with a median of 323 sq. ft.
With a classroom for pre-primary education, each
primary educational institutions should have at least six
classrooms. In 2014, six or more classrooms were
available in 78.7% of the kindergartens, 24.6% of the
government primary schools, 5.2% of the newly
nationalized primary schools, and 9.3% of the
ebtedayee madrasas (Table 3.5). If five classrooms are
considered as standard the proportions would be 90.4%
for the kindergartens, 53.9% for the government
primary schools, 33.3% for the ebtedayee madrasas and
16.5% for the newly nationalized primary schools. Nonformal primary schools were excluded from this analysis
because separate schools are established for providing
pre-primary education under this provision.
In 2014, 62% of the classrooms were fully made of bricks, 22.3% a combination of bricks and corrugated
iron sheets, 11.7% fully of corrugated iron sheets and 4% a combination of corrugated iron sheets and
other materials like straw, leafs, etc. (Table 3.6). The government and the newly nationalized primary schools
were ahead of others in terms of the classrooms fully made of bricks. Most of the classrooms of the
government and the newly nationalized primary schools and the kindergartens were fully made of bricks
or a combination of bricks and corrugated iron sheets. On the other hand, majority classrooms of the non-
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formal primary schools and the ebtedayee madrasas were fully made of corrugated iron sheets or a
combination of corrugated iron sheets and hemp.
Overall condition of the classroom structures were assessed irrespective of the construction materials. In
2014, nearly 64% of the classrooms were found to be satisfactory, about 20 percent had parts of classrooms
not useable, and over 5% were in a dilapidated condition (Table 3.6). Overall condition of the urban schools
was slightly better than their rural counterparts. School type-wise analysis shows that about three-quarters
of the classrooms of the government and newly nationalized primary schools were fully all right. It was
55.3% in the case of kindergartens, 27.4% in the case of non-formal schools and 19.1% in the case of
ebtedayee madrasas.
In order to see the changes over time, non-formal schools were excluded from the analysis because these
were single room schools and construction materials were totally different than other types of schools.
Excluding the non-formal schools, the other types of schools, on average, had 4.4 classrooms in 2008 which
increased to 4.8 in 2014. In 2008, 46.9% of the primary educational institutes had at least five classrooms
which increased to 50.6% in 2014. Increase was also noticed in the proportion of disabled-friendly classrooms
(ramp attached), classroom construction materials and overall
condition of them (Figure 3.4).
Construction materials of the
classrooms of the government and
newly nationalized primary schools
are available for three periods, viz.,
1998, 2008 and 2014. Figure 3.5
shows how these two types of
schools structure improved over
time. In 1998, 44.5% of the
classrooms of the government
primary schools were made of bricks
which increased to 75.6% in 2014.
These figures were 47.9%, 90% and
94% respectively in the case of newly
nationalized primary schools. These
improvements were statistically
significant (p<0.001).
Close observation of the classrooms
gave a sense of natural light and air
flow in most of the classrooms under
study (about 97%) (Table 3.7).
Although more than 90% of the
classrooms of each type of schools
had natural light and air flow in a
normal weather, some classrooms of
kindergartens as well as non-formal
schools and the ebtedayee madrasas

9

31

32

Educaon Watch 2015

had obstructions that barred light and
ventilation (Table 3.7). Proportionately more
classrooms of rural schools had natural light
and air flow than those of urban schools.
Nearly 44% of the classrooms had electric
lights and 46% had electric fans (Table 3.7).
The urban schools were much ahead of the
rural schools in this respect. About 85% of
the urban classrooms had electric light and
85.2% had electric fan. These figures for rural
schools were 36.1% and 37.7%, respectively.
Among five types of schools, kindergartens
were much ahead of others in both the cases
with 75.9% of the classrooms having electric
lights and 78.7% having fans. The
government primary schools were at the
forefront of the other types of schools. Very
small number of the classrooms of nonformal schools had electric lights or fans.
Improvement was also noticed over time in
terms of having electric lights and fans in the
classrooms. Figure 3.6 shows percentage of
classrooms having these facilities in 2008 and
2014. Non-formal schools were excluded from
this analysis too. On average, around a quarter
of the classrooms had electric lights and fans
in 2008 which almost doubled by 2014.
Classroom capacity: Seating capacity of the
classrooms was assessed on the basis of a
modest criterion of 18 inches of space per
student on a bench or a mat. On average, each
classroom had capacity of 39.6 students out of
44.4 registered (Table 3.8). This means that
88.4% of the registered students could seat
with ease if all of them attended. Seating
capacity per classroom was 38.6 in rural
schools and 46.3 in urban schools. If all
students attended, 88.7% could seat with ease
in rural schools and 92.8% in urban schools.
Classroom capacity varied in terms of school
type. It was highest in the government
primary schools (44.8 students per
classroom) followed by the kindergartens

10

Educaon Watch 2015

(39.8 students per classroom), the newly nationalized primary schools (35.3 students per classroom), and
the non-formal schools (29.7 students per classroom). It was least in the ebtedayee madrasas with 23.2
students per classroom.
Comparing the classroom capacity with the admitted students it was observed that more students than
capacity was admitted in the newly nationalized primary schools, ebtedayee madrasas and government
primary schools. An opposite scenario was observed in the non-formal primary schools and the
kindergartens. Separate analyses for urban and rural schools of each type are provided in Annex 3.4.
Capacity of the primary classrooms has increased over time. For instance, in 1998, only 32 students could
seat with ease in a primary classroom which increased to 39.6 in 2014 (Table 3.9). In other words, only twothirds of the registered students could seat with ease in 1998 which increased to 89.8% in 2008 and continued
afterwards. Increase in classroom capacity was
evident in each type of schools under study
(Table 3.9). Capacity of a government school
classroom was 35.1 in 1998 which increased to
39.7 in 2008 and 44.8 in 2014. These figures in
the newly nationalized primary schools were
26.7, 33.5 and 35.3, respectively. In
kindergartens, it increased from 23 in 1998 to
39.8 in 2014. It was almost equal in the nonformal schools and no change was noticed in
the ebtedayee madrasas after 2008.
Analysis on whether classroom capacity was
enough to accommodate all the students
attended in schools is provided in Chapter 6 where students’ attendance is discussed.
Teachers’ rooms: Some schools have separate office/seating rooms for head teacher and other teachers
while others have a combined room for both. About 99% of the government and the newly nationalized
primary schools and the kindergartens had teachers’
office rooms (Table 3.10). A combined room for
teachers was found in each of the newly nationalized
primary schools. A separate office room for the head
teachers was found in 4% of the government primary
schools and 29.2% of the kindergartens. Over a fifth of
the ebtedayee madrasas had no teachers’ room. Most
of the non-formal schools also followed the same.
Overall, 69.1% of the educational institutions had
teachers’ rooms; 68% among rural and 76.9% among
urban schools.
About a fifth of the teachers’ rooms was disablefriendly; 19.8% among rural schools and 14.3% among
urban schools (Table 3.10). Disable-friendly teachers’
rooms were found in a quarter of the government
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primary schools, 17.4% of the newly nationalized primary schools, 11.2% of the kindergartens and 5% of
the ebtedayee madrasas.
Teachers’ rooms were better than those of the classrooms in terms of construction materials and overall
condition. For instance, 77.2% of the teachers rooms were fully made of bricks and 15.2% made of bricks
and corrugated iron sheets (Annex 3.5). Again, overall condition of 77% of the teachers’ rooms was fully all
right irrespective of construction materials and major part of 11.8% of the rooms was all right. Ninetyseven percent of the rooms had natural light and air flow in a normal day (Annex 3.6).
Teachers’ rooms were also better conditioned in terms of having electric lights and fans as well as disablefriendliness. Of all teachers’ rooms, 55.8% had electric lights and 54% had fans (Annex 3.6). These figures
were respectively 85.5% and 82.1% for the kindergartens, 56.1% and 57.1% for the government primary
schools, and 33.8% and 28.4% for the newly nationalized primary schools. Nearly 32% of the ebtedayee
madrasas had electric lights and a similar proportion of them had electric fans.

D. Drinking water and toilet facilities
Drinking water: In general, the schools had arrangements for pure drinking water in the school premises.
Source of drinking water for the students and teachers in schools was tube well or deep tube well. Overall,
57.3% of the schools had tube well as source of drinking water and 32.8% had deep tube well; totalling
91% (Table 3.11). Although these two were the major sources of drinking water in rural schools, tap or
supply water (through pipe) was also found in urban schools in addition to these two. Over 91% of the
rural schools 79.6% of the urban schools had tube or deep tube well as source of drinking water. In addition,
15.9% of the urban schools had arrangement for tap or supply water (through pipe).
School type-wise analysis also shows that tube well or deep tube well was the major source of drinking
water in each type of school (Table 3.11). In addition, 13.9% of the kindergartens and a few of the others
had arrangement for tap or supply water (through pipe). Surprisingly, 9.3% of the non-formal schools, 8%
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of the ebtedayee madrasas, 3.3% of the newly nationalized primary schools and a few of the other types
had no provision of drinking water in schools.
Overall, nearly 74% of the schools had drinking water source in the school premises (Table 3.11). Urban
schools were slightly ahead of the rural schools in this case. Over 80% of each of the government and newly
nationalized primary schools and the kindergartens had source of drinking water in school premises. On
the other hand, two-thirds of the ebtedayee madrasas and about a half of the non-formal schools had this.
Over 90% of the heads of the institutions claimed that the drinking water in their schools was safe and
there was not much variation by school type or location of the school. Over 78% of those who used tube
or deep tube well water also claimed that their water was arsenic free. This rate was 79% in rural and 70%
in urban areas. Heads of the 86.7% of government primary schools, 76.8% of newly nationalized schools,
74.5% of kindergartens, 71.5% of non-formal schools and 70.7% of the ebtedayee madrasas also reported
arsenic free drinking water in schools.
In 1998, 7% of the primary educational
institutions had no facility for drinking water
which reduced to 5.8% in 2008 and to 4.2% in
2014. Although declining over time, still there
are some schools without drinking water
facility for students or teachers. Major
improvement was found in establishing
drinking water source on campus. For
instance, in 1998, 47.1% of the schools had
drinking water source on campus which
increased to 53.8% in 2008 and to 73.7% in
2014 (Figure 3.7). This along with 91.8% of the
sources reported as safe signifying increased
drinking water facility in the primary
educational institutions.
Toiler facility for students: In 2014, common toilets were being used by both boys and girls in 64.2% of the
primary educational institutions and separate arrangement was available in another 24.3% of the
institutions (Table 3.12). There was no toilet facility for the students of 10.6% of the schools. Separate
toilets for girls was available for 23.1% of the rural and 33.4% of the urban schools; however, common
toilets were used by the students of 64.4% of the rural and 62.4% of the urban schools. School type-wise
analysis also shows that common toilet facility was prominent in each type of school than separate facility.
Separate facility was available more in the government primary schools than the other types.
No toilet facility was available in 11.5% of rural and 4.1% of urban schools (Table 3.12). This was also the
case in 23.3% of the non-formal schools, 17.3% of the ebtedayee madrasas, 6% of the government primary
schools and 5.3% of the newly nationalized primary schools. All kindergartens had a common or separate
toilet facility.
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Majority of the schools having toilet facility for students had sanitary latrine (Table 3.13). They were 70.8%
of the schools having toilet facility. Among others, 17.3% had water sealed ring-slab, 9.7% had ring-slab
without water seal and 2.2% had pit latrine. Sanitary latrine was found in 69.1% of rural and 82.1% of urban
schools. In addition, 18.5% of rural and 9% urban schools had water sealed ring slab. Sanitary latrine was
found in 91.5% of government and 85.1% of newly nationalized primary schools and 83.3% of the
kindergartens. On the other hand, 24.3% of non-formal schools had sanitary latrine and 38.3% had water
sealed ring-slab. These figures were 64.5% and 25.6% respectively for the ebtedayee madrasas.

Soap was found for hand washing in the toilets of 36.8% of the schools (Annex 3.7). This figure was 35% in
rural schools and 49.8% in urban schools. School type-wise, 52.2% of the kindergartens, 43.3% of the
government schools, 35.9% of the newly nationalized schools, 22.6% of the non-formal schools and 11.3%
of the ebtedayee madrasas had soap in toilets for use after defecation. Only 2% of the toilets were disablefriendly.
Cleanliness of the students’ toilets was examined. Overall, it was found clean in 62.1% of the schools,
moderately clean in 32.1% of the schools and unclean in 19.4% of the schools (Table 3.14). Kindergartens
were doing better than others in keeping the toilets clean, followed by the government and newly
nationalized primary schools, ebtedayee madrasas and non-formal primary schools respectively.
Proportionately more urban schools had clean toilets than their rural counterparts.
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Common (for both gender) toilets were less likely to be cleaned than the separate toilets (Table 3.15). Again
there was not much variation in cleanliness of boys and girls toilets. For instance, two-thirds of the boys’ toilets
and 68.3% of the girls’ toilets were found to be clean
which was 44.8% for the common toilets. Similar
scenario was observed when proportion of
moderately clean toilets were added with the above
figures.
Figure 3.8 presents trends in toilet facility for the
students and their cleanliness. These toilets may be
separate for boys and girls or combined for both;
however, all students had access to those. Overall,
over two-thirds of the primary
schools had toilet facility for all
students in 1998 which increased to
70.4% in 2008 and to 88.5% in 2014.
Starting with below 10% in 1998, a
fifth of the students’ toilets were
found clean in 2008. The figure
increased to 62.1% in 2014. Although
a good portion of the schools still lack
toilet facility, the gap between the
proportions having toilets and toilets
that are clean have narrowed during
1998–2014.
Toilet facility for teachers: Majority of
the educational institutions under
study did not have separate toilet facility for teachers. On average, 43.5% of the educational institutions
had separate toilet facility for the teachers (Table 3.16). This was the case for 42.5% of the rural and 51%
of the urban schools. The government primary schools were much ahead of the others in this case. Separate
toilet facility for teachers was available in 81.3% of the government and 44% of the newly nationalized
primary schools and 48.6% of the kindergartens. A fifth of the ebtedayee madrasas and a negligible portion
of non-formal schools had separate toilet for teachers. Only a few of these toilets (3.1%) were specific to
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the males or females. This means that in most cases the male and female teachers used common toilets.
Separate toilet facility was available in 1.9% of rural and 12.4% of urban schools. Teachers’ toilets were
mostly sanitary in type.

Considering both students’ and teachers’ toilets it was found that 9.4% of the educational institutions had
no toilet at all; it was not clean and unusable in another 13.8% of the institutions (Annex 3.8). This means
that 76.8% of the educational institutions had at least one clean and usable toilet. One such toilet was
found in 33.8% of the schools, two in 23.3% of the schools, three in 13.4% of the schools and four or more
in 6.3% of the schools. On average, the study schools had 1.6 clean and usable toilets; 1.6 in rural and two
in urban schools.
An interesting relationship was observed between having separate toilet facility for the teachers and toilet
facility for the students. Schools which had separate arrangement for the teachers, 2.8% of them had no
facility for the students. On the other hand, among the schools where there was no separate facility for
the teachers 16.5% of them had no facility for the students. Again, sanitary or water sealed ring slab toilets
(indicating hygienic) were available for the students of 95.6% of the schools if the teachers had separate
toilets; otherwise, it was 65.9%.

E. Provision for pre-primary education
One of the PSQL indicators of DPE is having provision for pre-primary education in the primary educational
institutions. As the non-formal schools don’t have primary and pre-primary education together in one
campus these were excluded from this analysis. About three-fifths of the other four types of primary
institutions had provision for pre-primary education (Table 3.17). This was the case for about three-quarters
of the urban primary schools and 57.3% of those in rural areas. Most of the government primary schools
and the kindergartens had provision for pre-primary education which was 62% among the newly
nationalized primary schools and 29.3% of the ebtedayee madrasas.
Separate classroom for pre-primary education was available in 45% of the institutions and only a quarter
of the institutions had specific teacher for such education (Table 3.17). School type as well as residence-
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wise variation was observed in both. In rural
areas, 42.7% of the schools had this
provision and 23.2% had specific teacher for
it. These figures were 61.7% and 31.2%,
respectively in the urban areas.
Separate classroom for pre-primary
education was available in 86.2% of the
kindergartens, 80.7% of the government and
30% of the newly nationalized primary
schools. On the other hand, specific teacher
for pre-primary education was found in 40%
of the government primary schools, 22.5%
of the kindergartens and 2.7% of the newly
nationalized primary schools. Only 14.7% of
the ebtedayee madrasas had separate
classroom for pre-primary education and
1.3% had specific teacher for this. It should be noted that the teachers who were specifically appointed for
teaching at pre-primary level also taught in various grades of primary level.
Percentage of schools with a provision of pre-primary education has increased over time. About a fifth of
the primary educational institutions had provision for pre-primary education in 1998 which increased to
26% in 2008 and reached about 60%
in 2014 (Figure 3.9). About a fifth of
the rural schools had this provision
in 1998 and 2008 which reached
57.3% in 2014. On the other hand,
23.9% of urban schools had
provision for pre-primary education
in 1998 which increased to 32.8% in
2008 and 74.9% in 2014. A fifth or
less proportion of the government
and the newly nationalized primary
schools had provision for preprimary education during 1998–
2008 which reached to 96% and
62%, respectively in 2014. On the
other hand, 13.3% of the ebtedayee madrasas had this in 1998 which increased to 19% in 2008 and 29.3%
in 2014.

F. School library and blackboards
School library: School library was not commonly found in primary educational institutions. Overall, 12.6%
of the primary educational institutions had library facilities, but only 1.3% had a separate room for it (Table
3.18). The others put bookshelves in the teachers’ or head teachers’ rooms. A separate room for library
was found in 0.8% of the rural and 5.5% of the urban primary schools. This was available in 3.6% of the

17

39

40

Educaon Watch 2015

kindergartens, 1.3% of each of the government and
newly nationalized primary schools and the ebtedayee
madrasas, and none of the non-formal primary schools.
Nearly 16% of urban and 12.1% of rural primary schools
set up libraries for the students. School type-wise 18%
of the government primary schools, 16.7% of the
kindergartens, 13.3% of the newly nationalized primary
schools, 5.3% of the non-formal primary schools and
2.7% of the ebtedayee madrasas had library.
Quality of blackboards: Quality of blackboards in the
classrooms was assessed through writing on them and
observing written works on blackboards from different
corners of the classrooms. In 2014, over 86% of the
blackboards were in very good condition meaning that
writings on the boards were legible for all and from all
corners. Half of 8.6% of the blackboards were in good
condition, less than half of 2.5% of blackboards and the others were mostly damaged (Table 3.19). Mostly
a similar proportion (about 87%) of good quality blackboards were observed in three types of schools, viz.,
government and newly nationalized primary schools and in the kindergartens. Non-formal schools were
four percentage points behind them and the ebtedayee madrasas were far behind them (28 percentage
points).

Provision for library facility in primary schools has expanded from 2% in 2008 to 12.6% in 2014. It increased
faster in government primary schools, from 5.3% to 18% during this period (Figure 3.10). Overall quality of
blackboards also improved over time. In 2008, 79.6% of the blackboards were in very good condition. Proportion
of such a good quality blackboards has increased to 86.1% in 2014. Improvement was visible in government
(80.2% to 87.1%) and newly nationalized (79.3% to 86.9%) primary schools and in the ebtedayee madrasas
(44.1% to 59%); however, a decreasing trend was observed in the non-formal schools (90% to 83%).
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G. National flag, national
anthem and school dress
Hoisting of national flag in the
school premises at the beginning of
the school day and through the
school hours and singing of
national anthem before start of
daily academic activities are two
events signifying inculcation of
patriotism among students. In
2014, over 95% of the urban and
90% of the rural schools hoisted
national flag on the survey day
(Table 3.20). National flag was seen
hoisted on the survey day in all the
government
and
newly
nationalized primary schools,
94.9% of the kindergartens, 81.3%
of the ebtedayee madrasas and
72.7% of the non-formal primary
schools. Students sang national
anthem on the survey day in 77% of
the
primary
educational
institutions. This was observed in
85.5% of urban and 76% of rural
schools. The newly nationalized
primary schools were at the top
with 81.3% of them having this.
They were followed by non-formal
primary
schools
(78.7%),
kindergartens
(76.8%)
and
government primary schools
(74.7%),
respectively.
The
ebtedayee madrasas were at the
bottom in this case with 42.7% of
them having national anthem sang
by students.
A statistically significant rise in
hoisting of national flag and singing
of national anthem have been
noticed since 1998. Whereas, in
1998, 64.8% of the schools hoisted
nation flag and national anthem
was sang in 61.1% of the same; the
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figures increased to 90.6% and 77% respectively in 2014 (Figure 3.11). Improvement in both was noticed
in all five types of schools. Note that proportion of hoisting national flag was higher than that of singing
national anthem in each of the year. Again, increase in the former was 10 percentage points higher than
that of the later.
School dress: Nearly 70% of the primary educational institutions had provision of school dress for the students
in 2014 (Table 3.20). This was the case for 67.7% of rural and 82.8% of urban schools. School type-wise, such
provision was in about 95% of the kindergartens, 90.7% of the newly nationalized primary schools, 87.3% of
the government primary schools and over a quarter of each of the other two types of school.

H. Sports and cultural activities
Daily physical exercise: Physical exercise before start of academic activities was done in 57.3% of the schools
(Table 3.21). The urban schools were much ahead of the rural schools in students’ physical exercise (70%
vs. 55.6%; p<0.001). School type-wise variation was also observed in this. Nearly 70% of the kindergartens,
62.7% of the government primary schools, 58.7% of the newly nationalized primary schools, 47.3% of the
non-formal primary schools and only a fifth of the ebtedayee madrasas had provision of daily physical
exercise for the students (p<0.001).
Cub-scout, annual sports and cultural
competition: Information on cub-scout
activities, annual sports and cultural
competition were also collected. Cub
activities were available in 30.1% of the
schools; 30.5% in rural and 27.5% in
urban areas. This was in 62% of the
government primary schools, 36.7% of
the newly nationalized primary schools
and 14.5% of the kindergartens. Fifty-nine
percent of the schools organized annual
sports in 2014 and 55.3% organized
cultural competition. The urban schools
were ahead of their rural counterparts in
both. The government schools were
ahead of others in organizing annual
sports and cultural competition.
Kindergartens and newly nationalized
primary schools followed them.
Cub activities in schools have decreased over time but annual sports have increased. In 2008, 48.6% of the
primary schools had cub activities which was reduced to 30.1% in 2014. On the other hand, proportion of
schools organized annual sports have increased from 53.4% in 2008 to 59% in 2014. The government has
introduced two football competitions, one for boys and for girls, which is organised from union to national
level. These have now become important sports events in primary education institutions.
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1. Summary findings
Physical and educational facilities existing in the educational institutions are important input indicators for
assessing quality of education. Some basic facilities – classrooms and teacher rooms, cleanliness, drinking
water and toilet facilities, school library and blackboard conditions, and co-curricular activities are the items
considered under this section.
According to the 2014 survey, most of the government and newly nationalized primary schools and the
ebtedayee madrasas were established on their own land where a structure was built. Majority of the
kindergartens and most of the non-formal schools were established in leased houses. The buildings of
37% of the kindergartens were built on own land and another 12% on leased land. The government
schools were ahead of the other types of schools in attaching ramps to the school building to permit
access for disabled children. About 85% of the government and newly nationalized primary schools and
about 80% of the ebtedayee madrasas had playground; the kindergartens and non-formal schools fell
much behind in this respect. Kindergartens were far ahead of the others in having electricity connection
in schools (84.7%) followed by the government primary schools (56%). A school garden was not a popular
item in any of the school type.
Rural primary educational institutions were ahead of their urban counterparts in having own land and
structure, having ramp attached to structures, and playground. Urban schools surpassed the rural schools
in having electricity connections and gardens. Although improvement over time was noticed in terms
of having playground, attaching ramps with structures and electricity facility, many schools still lacked
these facilities. Overall, 60.8% of the schools were established on own land, 63.5% had own structures,
17.8% of the structures had an access ramp, 41.8% of the schools had electricity, 57% had playground,
and only 7.4% had a garden.
Surroundings of 59% of the schools were found to be calm and quiet, 35% slightly noisy and 6% noisy.
Rural schools were more likely to be located in a quiet place. The newly nationalized primary schools,
mostly in rural areas, were ahead of the others in this respect, followed by the ebtedayee madrasas,
government primary schools, non-formal primary schools and the kindergartens, respectively.
Walls of two thirds of the schools and the floors of 58.8% of those were found acceptably clean (without
dirt, dust or wastes). Non-formal schools were ahead of all others in keeping the floors clean. In keeping
the walls clean, non-formal schools and kindergartens were in tie followed by government and newly
nationalized schools. Urban schools were ahead of rural schools in keeping walls clean but were in a
similar situation in keeping the floors clean. It is worth noting that further improvement after earlier
progress was not observed during 2008–2014 in cleanliness of school houses.
On average, the study schools had 3.7 classrooms each including the single roomed non-formal schools
in 2014. Excluding the non-formal schools, the mean number of classrooms in government schools was
4.9, but for newly nationalised schools it stood at 3.4. One in six schools (15.6%) had an attached access
ramp. Only 8.1% of schools followed the government’s prescription regarding classroom area of 507 sq.
ft. Kindergartens were ahead of others in the number of classrooms, but the government schools
surpassed the others regarding other facilities indicators.
Most of the classrooms of the government and newly nationalized primary schools and the kindergartens
were constructed fully with brick or a combination of bricks and tin-coated iron sheets. This is the case
for less than half of the classrooms in ebtedayee madrasas and over a quarter of those in non-formal
schools. On average, less than half of the classrooms had electric lights and fans. Urban schools were
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better constructed with more facilities than the rural schools. Improvement was noticed from 2008 to
2014 in terms of construction materials of classrooms and their overall condition, and in having electric
lights and fans. Improvement was steady over the years in the government primary schools compared
to the other types.
Seating capacity in the classrooms also increased over time. In 1998, on average, 32 students could seat
with ease in the classrooms which increased to 37 in 2008 and 39.6 in 2014. Sharp increase in student
seating capacity in classrooms was observed in the government and newly nationalized primary schools
and in the kindergartens. The other two types of schools were closely behind. In 2014, seating capacity
was more than the number of registered students in the kindergartens and the non-formal schools, but
less in other three types of schools.
Drinking water and toilet facilities also improved over time. In the past, majority of the schools brought
water from outside and kept it in jars for use, which has now changed to on-premise water sources.
Less than half of the schools (47%) had the drinking water source on the premise in 1998. This increased
to almost three quarters (73.7%) in 2014. Overall, 78.2% of the water sources were reported to be
arsenic free and thus safe for drinking.
Toilet facility for the students was available in two thirds of the primary schools in 1998 which increased
to 70.4% in 2008 and 88.5% in 2014. Cleanliness of toilets also improved over time. In 1998, less than
10% of schools had clean toilets which increased to 62.1% in 2014. The majority of the schools (64.2%)
had common toilets for boys and the girls. Proportionately more government schools had separate toilet
facility for boys and girls (42%) followed jointly by the newly nationalized primary schools and the
kindergartens. The urban schools were ahead of the rural schools in providing toilets and keeping them
clean.
Only 2% of the schools had library in 2008 which increased to 12.6% in 2014. However, only 1.3% of the
schools had separate room for this; the others kept books in shelves in head teachers or assistant
teachers’ rooms. School type-wise, 18% of the government schools, 16.7% of the kindergartens and
13.3% of the newly nationalized schools had a library. Blackboards were in good condition in 86% of the
classrooms meaning that writing was possible on each part of the blackboard. In 2008, 79.6% of the
blackboards were in good condition which increased to 86% in 2014. Urban-rural gap was noticed in
respect of both libraries and blackboards – urban schools surpassing the rural schools.
National flag was hoisted in 90% of the schools at the beginning of the school day and national anthem
was sung in 77% of the schools on the survey day in 2014, marking good progress since 2008. Most
government and newly nationalized schools and kindergartens (around 95%) observed these rituals.
Non-formal schools (72.7%) and etedayee madrasas (81.3%) were relatively behind in 2014. The urban
schools paid greater attention to these practices than the rural schools.
Daily physical exercise, annual sports, cultural competition and cub-scout activities are some of the cocurricular activities of the schools. In 2014, these occurred in different types of schools with substantial
variations in these ranging from 30% to 59% of the schools. It can be seen that large proportions of
schools did not provide for any of these activities.

22

Chapter 4

The Teachers of Primary Schools

Educaon Watch 2015

I

n any school system, teachers are equally important as the students; they together create effective
learning environment which is key to quality education. Teachers’ roles are very important in this regard
as they are in the driving seat. Quality education is not possible to achieve without committed teachers.
Committed teachers can bring all concerned together, individuals and institutions, in the journey to quality
education. It is thus important to understand them and their views, their education and training, length of
service, teaching load, student-teacher ratio, and the factors that enable teachers to do their job well.

A. Distribution of teachers
The primary education institutions varied in numbers of teachers employed. It ranged from 1 to 22 in our
sample. The number of teachers varied from 3–13 in the government primary schools, 2–6 in the newly
nationalized primary schools, and 1–9 in the ebtedayee madrasas. The two extreme cases in this regard
are the kindergartens and the non-formal primary schools. The number of teachers varied from 4–22 in
the kindergartens while the non-formal schools are single teacher schools. Again, three-quarters of the
newly nationalized primary schools had four teachers each, similar proportion of government primary
schools had 4–8 teachers, nearly 90% of the ebtedayee madrasas had 3–5 teachers and two-thirds of the
kindergartens had 6–11 teachers.
Mean number of teachers: On average, the educational institutions under survey had 6.2 teachers in 2014;
5.5 teachers in the rural schools and 9.6 teachers in the urban schools (Table 4.1). Average number of
teachers was highest in the kindergartens (10.3). The
non-formal primary schools are single teacher schools
by design. Among others, the government primary
schools had 6.4 teachers, the newly nationalized
primary schools had 3.8 teachers and the ebtedayee
madrasas had 4.3 teachers. Urban schools had more
teachers than the rural schools in three types, viz.,
government and newly nationalized primary schools
and the kindergartens.
Mean number of teachers in the government primary
schools, the dominant type, has increased over time –
from 4.4 in 1998 to 5.2 in 2008 to 6.4 in 2014 (Table4.2).
Increase in the mean number of teachers was also
noticed in the kindergartens – 9.6 in 1998 to 10.2 in
2014. No variation was observed in the newly
nationalized and in the non-formal primary schools. On
the other hand, it decreased over time in the ebtedayee
madrasas – from 6.4 in 1998 to 4.7 in 2008 and to 4.3 in
2014. Overall, at the national level, number of teachers
per school was below five in 1998, which increased to
above five over next 10 years and to 6.2 by following six
years. Improvement was noticed separately in both rural
and urban schools.
Female teachers: The government has been
emphasizing on recruiting more female teachers
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especially in primary educational
institutions since the first five-year
plan (FFYP). In 2014, the females
comprised 63.4% of all primary
teaching staff (Table 4.3). Proportion
of female teachers was significantly
higher in the urban schools than in the
rural schools (69.3% vs. 61.4%;
p<0.001). School type-wise variation
was also observed. As usual, it was
highest in the non-formal primary
schools (90.7%) and lowest in the
ebtedayee madrasas (20.5%). Among
others, 68% of the government school teachers, 62.6% of those of kindergartens and 49.4% of those of
newly nationalized primary schools were females. Statistically significant urban-rural variation was observed
in two types, viz., the government and the newly nationalized primary schools. In both, the urban schools
had a higher proportion of female teachers than rural schools. Over 81% of the teachers of urban
government schools and 64.4% of those of newly nationalized primary schools were females.
Proportion of female teachers increased over time in the
primary educational institutions, as evidenced from the
various Education Watch studies. Overall, females share
in the primary teaching staff was 32% in 1998 which
increased to 39.3% in 2008 and to 63.4% in 2004 (Table
4.4).The share almost doubled over a period of 16 years.
Sharp increase in the percentage of female teachers was
observed in the government and the newly nationalized
primary schools and in the ebtedayee madrasas. It
reduced in the kindergartens and an up-and-down
situation was observed in the non-formal schools.
Tremendous improvement was noticed in the
government primary schools (25.2 percentage points).
Improvement was 12.1 percentage points in the newly
nationalized primary schools and 15.8 percentage points
in the ebtedayee madrasas.
Gender composition of teachers at school-level were
analysed. In 2014, 69.4% of the primary educational
institutions had more female teachers than male
teachers, 11.3% had equal and 19.3% had more male
teachers than female teachers. Proportionately more
female teachers was found in 67.7% of the rural and
83.3% of the urban schools. Percentage of schools with
more female teachers increased over time; 40.1% in
1998 to 48.3% in 2008 and 69.4% in 2014 – almost 1.5
times over a period of 16 years (Table 4.5). Although
increase of this was observed in all five types of schools,
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it was huge in the government primary schools; from 29% in 1998 to 54.7% in 2008 and to 72.7% in 2014.
Increase in the proportion of schools with more female teachers was recorded 43.7 percentage points over
16 years in the government schools which were far ahead of the aggregated national progress of 29.3
percentage points.
Religious belief: Percentage of non-Muslim teachers in the primary educational institutions was higher than
that in the population. In 2014, 14.8% of the teachers was non-Muslims; 15.1% in urban schools and 14%
in rural schools (Annex 4.2). No urban-rural variation was observed in any type of school. School type-wise
variation was found at aggregate level as well as in rural areas. Overall, 16.4% of the teachers of the
government primary schools, 12.9% of those of the newly nationalized primary schools, 13.5% of those of
the kindergartens, 20.5% of those of the non-formal primary schools and only 0.6% of those of the
ebtedayee madrasas were non-Muslims. Not much variation was observed in this in various school surveys
by Education Watch.

B. Educational qualifications
Earlier, the minimum educational qualification for teaching in primary schools was secondary school
completion (i.e., SSC) which has increased to higher secondary education (i.e., HSC); however, it was relaxed
for females. It has been made more stringent: it is now Bachelor degree for the males and higher secondary
education completion for the females.
Highest level of education: Teachers’ educational qualifications in terms of years of schooling were collected.
In this analysis, dakhil, alim, fazil and kamil were considered as equivalent to Secondary School Certificate
(SSC), Higher Secondary Certificate (HSC), Bachelor and Master respectively. The highest level of education
attained by the primary school teachers varied substantially. In 2014, overall, 10.8% of the teachers
completed secondary education, 32% completed higher secondary education, 37.7% had Bachelor degree
and 19.5% had Master degree (Table 4.6). The urban school teachers were more educated than those of
the rural schools and the males were ahead of the females. For instance, whereas, 69% of the urban
teachers had at least a Bachelor degree,
such a level of education was availed by
53.3% of the rural school teachers. Again,
67.1% of the male and 51.5% of the
female teachers also availed at least a
Bachelor degree.
School type-wise variation was also
persisted (Table 4.7). The government
school teachers had more educational
qualification than others. Nearly 67% of
them had at least a Bachelor degree. They
were followed respectively by the
kindergarten and the ebtedayee madrasa teachers. Majority of the teachers of non-formal schools either
completed secondary or higher secondary education. The same was also applicable to the teachers of newly
nationalized primary schools and those of the ebtedayee madrasas. A third of the teachers of newly
nationalized primary schools and 41.4% of those of the non-formal schools had only 10 years of schooling.
Educational level of primary teachers increased over time. Earlier there were primary teachers who even
had less than 10 years of schooling but today no such teachers are available in the schools. Proportion of

49

50

Educaon Watch 2015

teachers with only secondary school
certificate has also come down over
time. In 1998, 73.5% of the primary
school teachers had higher secondary
or more education which increased to
80% in 2008 and to 89.2% in 2014
(Figure 4.1). A similar trend was also
observed when at least Bachelor
degree holders or only Master degree
holders were considered.
Madrasa educated teachers: Only 3%
of the primary teachers received their
highest education from the madrasas
(Annex 4.2). They were 6.6% among
the male teachers and less than 1%
among the female teachers. No
variation was observed by residence.
Majority of them were concentrated in
the ebtedayee madrasas; 58.2% of the
ebtedayee madrasa teachers received
their highest education from the
madrasas. This was 3.5% in the newly
nationalized primary schools, 3.4% in
the kindergartens, 1.2% in the nonformal schools and 1% in the
government primary schools. Less than
1% of the secondary completers, 1.5%
of the higher secondary completers, 2.8% of the Bachelor degree holders and 6.9% of the Master degree
holders received their final certificate from the madrasas.
Stream of education: Humanities was the major stream of education of the primary school teachers. The
proportion of teachers who studied humanities significantly increased with the increase of their level of
education. An opposite relationship was found between level of education and teachers with background
in Science.
Among the teachers who completed at least higher secondary education, 49.5% of them studied Humanities
at both SSC and HSC levels, 23% studied Science at both the levels and 8% studied Business at both the
levels (Annex 4.3). From Science in SSC, about 12% moved to Humanities and 3.6% moved to Business
Studies in HSC. Among the teachers who had at least a Bachelor degree, 49.2% studied Humanities, 12.6%
studied Science and 5.3% studied Business at all three levels of education (Annex 4.5). About 12% of the
teachers studied Science in SSC and then moved to Humanities for rest of education. Another 11.6% of the
teachers studied Science at the first two levels and then moved to Humanities.
School type-wise analyses show that proportionately more teachers with Science background was found
in the government primary schools followed from far behind by the newly nationalized primary schools
and the kindergartens (Annexes 4.6 to 4.9). In secondary education completion examination, 46.8% of the
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teachers of government primary
schools, 27.4% of those of the newly
nationalized primary schools, 25.9% of
those of the kindergartens, 19.9% of
those of the non-formal primary
schools and 7.9% of those of
ebtedayee madrasas studied Science
(Annex 4.6). Similar results were found
when data were analysed for other
levels of teachers’ education (Annexes
4.7 to 4.9).
Comparing the data of 2014 with
those of 2008, it can be said that
proportion
of
teachers
with
Humanities background has been
decreased over time and those with
Science and Business Studies
background have increased (Annexes
4.10 and 4.11). For instance, in 2008,
67.2% of the primary teachers studied
Humanities for their secondary school completion examination (SSC or dakhil) which decreased to 53.2%
in 2014. Again, 28.3% of 2008 teachers studied Science and 3% studied Business for SSC or dakhil
examination which increased to 36.5% and 9% respectively in 2014. Figure 4.2 shows it for Humanities and
Science for each levels of teachers’ education.
Performance in public examinations: The public examination results in Bangladesh were previously graded
into three divisions/classes but it gradually transitioned to grade point average (GPA). The primary teachers’
performance was available in either of
the systems; but for the majority it
was in the previous system. Table 4.8
shows that those who got results in
previous system, majority of them got
second division but it was GPA 3.51–5
(equivalent to first division/class) in
new system. Among the teachers,
39.8% got second division in
SSC/dakhil examination, 43.4% got
the same in HSC/alim examination,
36.8% in Bachelor/fazil and 15.8% in
Master/kamil examinations. School
type-wise analysis shows that
performance of the government
school teachers was the best in all
public examinations.
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C. Training of teachers
Teacher training varied from one sub-system to another. For mainstream education, 11 months long
Certificate-in-Education (C-in-Ed) was the basic teacher training for long which has recently been replaced
by the 18 months long Diploma in Education (DipEd). NGOs organize much shorter courses (2/3 weeks) for
non-formal school teachers (followed by monthly refreshers). Ebtedayee madrasa and kindergarten teachers
do not have any organized provision. As found in the survey, the teachers received following types of basic
training: Certificate-in-Education (C-in-Ed), Bachelor of Education (B.Ed.), Master of Education (M.Ed.),
Diploma in Education (DipEd), Bachelor in Physical Education (BPEd) and NGO operated short training. A
section of teachers received more than one training. In addition to above, subject-based short trainings
are also offered to teachers.
Basic training: On average, 65.9% of the teachers had at least one basic training of which 54.4% received
C-in-Ed. Although no gender difference was found in the proportion of teachers receiving at least one basic
training, the rural teachers surpassed their urban counterparts with a large margin (Annex 4.12). About
three quarters of the rural teachers and 41.1% of the urban teachers were trained. School type-wise
variation was also prominent. The government schools were ahead of all others with 94.2% trained
teachers. The newly nationalized schools followed them with 87.8% trained teachers. Proportion of such
teacher was 59.6% in the non-formal schools. Much lower proportions of trained teachers were found in
the kindergartens and the ebtedayee madrasas.
Over the period of 16 years (1998–2014), the
proportion of trained teachers increased slightly –
from 59.9% in 1998 to 61.3% in 2008 and to 65.9% in
2014 (Table 4.9). Such a slow average progress was
due to almost no progress in the training of
kindergarten and ebtedayee madrasa teachers.
Moreover, proportion of trained teachers declined in
non-formal schools. Although the proportion of
trained teachers in government schools declined in
2008, it recovered soon. A large increase in trained
teachers was observed in the newly nationalized
schools during 1998–2008 with a small progress
afterwards.
Subject-based training: Subject-based training is arranged to equip teachers with skills in specific subjects.
In 2014, 27% of the primary teachers had training on Bangla, 31.8% on English, 30.1% on Mathematics,
22.2% on Bangladesh & Global Studies, 24% on Primary Science, and 3.3% on Religion & Moral Education
(Annex 4.13). It any of the subjects, less than a third of the teachers received training. Rural teachers were
significantly ahead of the urban teachers in receiving training on each of the subjects. Again, gender
difference favouring the males were also pronounced in each of the subjects. School type-wise analysis
shows that the teachers of government and newly nationalized primary schools were much ahead of others
in receiving subject-based training (Annex 4.14).
Proportion of teachers having training in various subjects increased over time (Figure 4.3). It shows that in no
subjects’ proportion of trained teachers increased more than 10 percentage points over the six years from 2008–
2014. Increases in English and Primary Science were equal (9.7 percentage points) and these subjects were at
the top in terms of progress. Increase was the least in Mathematics (6.7 percentage points).
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In 2014, at the national level, 15.8% of
the teachers’ received one subjectbased training, 18.8% received two,
12.8% received three, 5.4% received
four, 2.3% received five, 2.2% received
six and 42.6% received none (Annex
4.15). Overall, 57.3% of the teachers
had at least one subject-based
training. Sixty-one percent of the male
and 55.5% of the female teachers had
training at least in one subject
(p<0.001). It was for 65.6% of rural
and 33.5% of urban teachers
(p<0.001). The newly nationalized
primary schools were at the top in this
regard followed by the government primary schools. Although less than a third of the non-formal school
teachers had subject-based training it was below 10% among those of kindergartens and less than 2%
among those of ebtedayee madrasas (Annex 4.16). Some more analyses on teacher training are provided
in Annexes 4.17 and 4.18.

D. Teachers’ attendance
On average, 89.3% of the primary school teachers were found to be present in school on the survey day in
2014; 90.2% among the males and 88.7% among the females (Table 4.10). This was 88.7% among the rural
and 91.1% among the urban school teachers. School type-wise variation persisted. The non-formal schools
were at the top in terms of teachers’ attendance in school (98.8%). They were followed by the kindergartens
(92.8%). It was lowest in the ebtedayee
madrasas (80.4%). Teachers’ attendance rate
was 88.7% in the newly nationalized primary
schools and 87.3% in the government primary
schools.
Various reasons behind teachers’ absenteeism
were mentioned by heads of institutions (or
programme organizers for non-formal
schools). Of the primary teachers, 4.7% was on
leave on the survey day, 1.4% was on official
duty outside, 0.9% was on training and 3.7%
was absent without notice (Annex 4.19). Unannounced absenteeism was highest in the
ebtedayee madrasas (13.7%) (Annex 4.20).
Absenteeism due to leave was about equal for
the government primary schools and the
ebtedayee madrasas (about 6%).
Comparing the situation between 2008 and
2014, it can be said that overall attendance
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rate has increased about by one percentage points over six years. Non-formal schools and the ebtedayee
madrasas kept their positions unchanged – top and bottom, respectively. Absenteeism due to official work
outside and un-announced absenteeism increased over time but absenteeism due to training and leave
decreased.
Actual time of attendance was collected for those who were present in school on the survey day. It was
then matched with the schools’ official start time. The deviation between the schools’ start time and the
teachers’ time of presence was categorized into four: before school started, on exact time, within 10
minutes of school’s start and after 10 minutes of school’s start. Irrespective of school type, over a half of
the primary school teachers came to school before the school started, 15.7% came on the exact time, 11.3%
came within 10 minutes of school starting time and 22.6% after 10 minutes of school’s start (Annex 4.21).
In other words, two-thirds of the teachers came to school on or before the school started and a third was
late. This is indeed an improvement in teachers’ timely attendance in school since 2008. Such analyses by
gender, school location, and school type are provided in Annexes 4.21 and 4.22.
In 2014, mostly an equal proportion of male and female teachers came to school timely; however, a
significant difference was observed by location (Table 4.10). Three-quarters of the urban teachers and 63%
of those in rural areas came to school timely. Non-formal schools were at the top with 88.4% of the teachers
coming to school timely followed by the kindergartens (79.5%) and the ebtedayee madrasas (72.4%). The
government and the newly nationalized
primary school teachers were much
behind the above in coming to school
timely. Less than 60% of the teachers of
each type came to schools on or before
start of the school. No gender variation
was observed in any of the school type in
late attendance rate of the teachers (Table
4.11). Rural teachers of the government
and the newly nationalized primary
schools were more likely to be late in
school than their urban counterparts
(Annex 4.23). However, an opposite
scenario was observed in the case of
kindergartens. No difference by location
was seen in non-formal schools.
Similar to 2008, the late teachers, on average, came to school 31 minutes after the schools started; 37
minutes among the male teachers and 28 minutes among the female teachers (Table 4.10). The urban
teachers came to schools 47 minutes late whereas the rural teachers came 28 minutes late. School typewise, the kindergarten teachers were 48 minutes late, the newly nationalized primary school teachers were
35 minutes late, the government school teachers were 25 minutes late, the ebtedayee madrasa teachers
were 23 minutes late and the non-formal school teachers were 21 minutes late.
An attempt was made to see whether there is any difference between the heads of the institutions and
the other teachers. The heads of the institutions were more likely to be absent in school than the other
teachers. Among the head teachers, 85.4% was present in school on the survey day, 2.2% was on leave,
5.3% was outside for official work, 1.9% was on training and 5.3% was absent un-announced. These figures
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were 90, 5.1, 0.7, 0.8 and 3.4%, respectively for
other teachers. On average, 68.4% of the head
teachers and 65.7% of the other teachers came
to school timely. The heads, on average, were
34 minutes late compared to 31 minutes for
others.
Table 4.12 presents percentage of primary
teachers who attended schools timely on the
survey day in 2008 and 2014. School type-wise,
the timely attendance rate increased among the
teachers of all four types of schools which were
considered in both the surveys. Ebtedayee
madrasas were much ahead of others in
improvement in teachers’ attendance rate.
Improvement in attendance rate was more
among the female teachers than the males (15.9
percentage points vs. 4.6 percentage points)
and among the rural school teachers than their
urban counterparts (7.2 percentage points vs.
6.9 percentage points).
E. Service length

The average service length of the primary school teachers was 11.3 years; 11.6 years among the rural school
teachers and 10.5 years among the urban school teachers (Table 4.13). It was much less among the females
than the males (9.6 years vs. 14.3 years). Average length of service was highest among the teachers of the
newly nationalized primary schools (19.1 years) and lowest among those of the non-formal primary schools
(6.6 years). Among others, it was mostly equal among the teachers of the government primary schools and
the ebtedayee madrasas (about 12 years) and 7.2 years among those of the kindergartens.
Service length of 30.8% of
the primary teachers was
below five years, it was 5-9
years for 23.9% of the
teachers, 10-14 years for
15.9% of the teachers, 15-24
years for 17.1% of the
teachers and over 25 years
for 12.2% of the teachers.
Similar distribution by
gender, residence and school
type are provided in Annexes
4.24 and 4.25.
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F. Student-teacher ratio
Student-teacher ratio is an indicator of the classroom situation and teachers’ work burden, and thus, a
favourable ratio is important for aiming to provide quality education. In the PSQL indicators DPE has
decided, considering availability of teaching personnel, 46 students per teacher in government supported
schools, as an interim standard. It is a very high figure compared to a generally accepted number of 30
students.
Table 4.14 shows that there were 43 students per teacher in 2014; 46 students in rural schools and 31 in
urban schools. Highest student-teacher ratio was observed in the ebtedayee madrasas (60:1) followed
respectively by the newly nationalized primary
schools (59:1) and the government primary schools
(52:1). The ratio was the least in the kindergartens
(22:1). It was also favourable in the non-formal
primary schools (29:1). At the aggregate level, the
student-teacher ratio was 46 in 1998 which reached
39 in 2008 and again increased to 43 in 2014. A
decrease in this was observed in the government
schools, which served more than half of the primary
students – 73 in 1998 to 49 in 2008 and 52 in 2014.
Percentage of educational institutions with a studentteacher ratio 40 or less was calculated and presented
in Table 4.15. In 2014, 58.5% of the primary
educational institutions had this ratio which was
56.2% among the rural schools and 77.4% among the
urban schools. Most of the kindergartens and the
non-formal schools and 70.7% of the ebtedayee
madrasas maintained this ratio. Forty or less number
of student per teacher was observed in 30.8% of the
government and 22.7% of the newly nationalized
primary schools. This table also shows that
percentage of schools with student-teacher ratio of
40 or less increased over time – 47.3% in 1998 to
54.3% in 2008 and 58.5% in 2014. Increase was also
evident in the government and newly nationalized
primary schools and the non-formal schools. However,
a decreasing trend, with a rising student-teacher ratio,
was observed in the case of ebtedayee madrasas.
In 2014, a fifth of all primary schools had 25 or less
number of students per teacher, 38.6% had 26–40
students and 41.4% had more than 40 students
(Annex 4.26). These figures were 17.7%, 29.9% and
52.7%, respectively in 1998. The table also shows that
proportion of schools with 26–40 students per
teacher increased over time but proportion of schools
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with more than 40 students per teacher
decreased.
Following the DPEs PSQL indicator an
attempt was made to estimate percentage
of schools with student-teacher ratio 46 or
below. A positive trend was observedproportion of such schools increased over
time. In 1998, 53% of the primary
educational institutions had studentteacher ratio 46 or less which increased to
64.3% in 2008 and 66.4% in 2014 (Figure
4.4).

G. Summary findings
Teachers and students together create effective learning environment which is key to quality of education.
Teachers’ qualification, skills and roles are thus important in assuring quality of education.
The number of teachers substantially varied by school type as well as among the schools within each
particular type except the non-formal schools with a single teacher. Excluding non-formal schools, 41.3%
of the schools had four or less number of teachers, 11.7% had five teachers, 17.9% had 6–8 teachers
and 29% had nine or more teachers. The overall average was 6.2 teachers; 5.5 in rural schools and 9.6
in urban schools.
The mean number of teachers varied by school type – the highest in the kindergartens and the lowest
in the newly nationalized primary schools. Number of teachers per school increased over time – from
4.9 teachers in 1998 to 6.2 teachers in 2014. Improvement was better noticed in the government system;
however, it declined in the ebtedayee madrasas.
The proportion of female teachers also increased over time. It was 32% in 1998, 39.3% in 2008 and
63.4% in 2014. Note that females share in teaching staff significantly varied by school type in each survey
year. It was always higher in urban schools than in the rural schools.
Proportion of primary educational institutions with more female teachers than males also varied
substantially by school type and increased over time. In 1998, 40.1% of the schools had more female
teachers than males which increased to 69.4% in 2014. Sharp increase was noticed in government
schools – from 29% in 1998 to 72.7% in 2014. It was still below 10% in the ebtedayee madrasas. Nonformal schools are pre-dominantly taught by female teachers.
Educational qualifications of the teachers also improved over time in all types of schools. More people
with a Master or a Bachelor degree are now appointed as teachers than before. Overall, 48.3% of the
teachers had at least a Bachelor degree in 1998 which increased to 50.1% in 2008 and 57.2% in 2014.
The highest proportion of such teachers was found in the government schools (66.9%) followed by the
kindergartens (56.5%) and newly nationalized schools (26.1%). This was only 8% in the non-formal
schools. The majority of the ebtedayee madrasa teachers (58.2%) received their education from the
madrasas.
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Humanities was the major discipline in which the primary school teachers had their education. However,
comparing the data of 2008 and 2014, it was noticed that the proportion of teachers with Humanities
background decreased somewhat and those with Science or Business studies increased.
The proportion of trained teachers in primary education increased over time. Less than 60% of the
teachers had basic training (C-in-Ed, BED, MED, DipEd, NGO’s basic teacher training) in 1998, which
increased to 61.3% in 2008 and 65.9% in 2014. Over 94% of the government school teachers, 87.8% of
those of newly nationalized schools and under 60% of the non-formal school teachers were trained.
Serious scarcity of trained teachers was observed in the kindergartens and the ebtedayee madrasas,
which were 15% and 7%, respectively in these two types. The proportion of teachers with subject-based
pedagogy training also increased during 2008-14.
Teachers’ attendance in schools improved during 2008–14. In 2008, 88.4% of the teachers attended in
school on the survey day of which 57.5% attended timely, i.e., before start of official school hour. The
rate of attendance was 89.3% and that for timely attendance was 66.1% in 2014. Non-formal schools
were ahead of the others in both followed by the kindergartens. Attendance rate was the lowest among
the teachers of ebtedayee madrasas and late attendance was higher among those of the government
and newly nationalized primary schools. On average, the ones who came late arrived 31 minutes after
the schools started.
Student-teacher ratio showed variable progress over time but remains a major problem. It decreased
from 46 in 1998 to 39 in 2008 and then increased to 43 in 2014. Reduction was noticed in the
government system – from 73 in 1998 to 52 in 2014, though this would be still considered unacceptably
high. Less than half of the schools (47.3%) had a student-teacher ratio of 40:1 in 1998 which decreased
to 54.5% in 2008 and 58.5% in 2014.

Chapter 5

DĂŶĂŐĞŵĞŶƚŽĨWƌŝŵĂƌǇ/ŶƐƟƚƵƟŽŶƐ

Educaon Watch 2015

W

ell managed educational institutions are more likely to be successful in providing quality education.
In this the School Managing Committee (SMC) plays a vital role. However, the management system
in primary institutions varies according to school type. Head teacher is another important person who is
not only involved in day-to-day management of school, but he also plays a central role in the managing
committee. The Directorate of Primary Education (2008) formulated rules and regulations regarding
functioning of SMCs. This chapter examines composition, activities, participation of women, issues
discussed in committee meetings and the profile of head teachers and SMC members.

A. School managing committee
The school managing committee (SMC) is expected to have a huge potential role in school development
and improving its performance. The members of the committees are comprised of the community people
following some pre-determined criteria set by concerned authorities. Thus the committees actually bridge
the schools with the communities. Formation of committees varies from one type of school to another.
For instance, as per government instruction, the government and the newly nationalized primary schools
and the ebtedayee madrasas should have 11-member committees. The non-formal schools, in general,
have a seven-member committee and there is no specific regulation for the kindergartens. They follow
their own rule. Although a number of Kindergarten Associations are active, but there is no overall regulatory
mechanism that applies to these private sector institutions.
The 11-member committee for the primary school comprises of two teachers from the school including
the head teacher as member-secretary, two local persons interested in education (biddyuitshahi), land
donor for the school, a teacher from the nearest high school and five parents (males and females). The
Ministry of Primary and Mass Education (MoPME) has a clear direction regarding formation of the
committee including its roles and responsibilities. There is a provision of a four-member ad-hoc committee
if a full committee cannot be formed. Mobilization of local resources for the school and monitoring and
supervision of school activities are two major responsibilities of SMC.
Of the schools under survey in 2014, 91.5% had school managing committees; 91.9% in rural areas and
88.3% in urban areas (Table 5.1). A variation was observed in this by school type (Annex 5.1). Over 98% of
the government and the newly nationalized primary schools and 96% of the ebtedayee madrasas had
managing committees. The kindergartens were at the bottom with 77.5% of them having SMC. Although
it was proportionately higher in rural areas for the government and the newly nationalized primary schools
than their urban counterparts and
an opposite relationship for the
kindergartens and the non-formal
primary schools but no statistical
difference by residence was
observed in any of the school type
(Annex 5.1).
Size of SMC: The SMCs varied by
size. Consolidating data of all five
types it was found that majority of
the SMCs had 11 members (55%),
13.7% had 8–10 members, 18.8%
had seven members and 2.5% had
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4–6 members. School type-wise, about 90% of the government and newly nationalized primary schools,
62.5% of the ebtedayee madrasas, and 40.2% of the kindergartens had 11-member committee. A 9–10member committee was formed in 8.8% of the government and 1.4% of the newly nationalized primary
schools. Over a quarter of the ebtedayee madrasas and 28% of the kindergartens also had similar sized
committee. Over 70% of the non-formal schools had a 7-member committee, a fifth had a 9-member
committee and 4.7% had an 11-member committee.
On average, the committees had 9.8 members; 9.8 members in rural schools and 9.3 members in urban
schools (Table 5.1). School type-wise, the government and the newly nationalized primary schools had
about 11 members each, the ebtedayee madrasas had 10.5 members, the kindergartens had 9.5 members
and the non-formal schools had 7.4 members.
Gender composition: The females, on average, comprised of 41.3% of the managing committee members
(Table 5.1). They were 41.8% in the committees of rural schools and 37.1% in the committees of urban
schools (p<0.001). Females share in the SMCs significantly varied by school type (p<0.001) (Annex 5.2). It
was highest in the non-formal schools and lowest in the ebtedayee madrasas. Two-thirds of the SMC
members of the non-formal schools and only 4% in the ebtedayee madrasas were females. Share of the
females was 40.7% in the government primary schools, 34.6% in the newly nationalized primary schools
and 17.7% in the kindergartens. Proportionately more females were found in the SMCs of three types of
urban schools than their respective rural counterparts (Annex 5.2). The types include government, newly
nationalized and non-formal primary schools.
Percentage of females in SMC increased over time (Figure 5.1). It was below a fifth in 1998 which increased
to 25.9% in 2008 and 41.3% in 2014. Much increase in females share in SMC was observed in the
government and newly nationalized primary schools and in the kindergartens; however, very slow in the
ebtedayee madrasas. In the former two types, increase of females share was more during 2008–2014
compared to 1998–2008. Kindergartens also made a good progress in this during the past 16 years. On the
other hand, in the non-formal primary schools, it increased 20 percentage points from 1998 to 2008 but
decreased 10 percentage points from 2008 to 2014. Proportion of SMCs with more females than males
also increased over time – 14.6% in 1998 to 28.7% in 2014.
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Majority of the SMCs comprised of more males than females. Overall, 69.2% of the schools SMCs had more
males than females, 2.1 had equal number from both the genders and 28.7% had more females than males
(Annex 5.3). More females than males were observed in 28.4% of rural and 30.6% of urban schools. Nearly
85% of the managing committees of the non-formal primary schools comprised of more females than
males. Such a composition was observed in 10.9% of the government and 3.4% of the newly nationalized
primary schools, 2.8% of the kindergartens and none of the ebtedayee madrasas. Proportion of schools
with more females than males in the SMCs increased over time; however, major increase was observed
during 1998–2008. Figure 5.2 shows that in 1998, 14.3% of the schools had more females than males in
the SMCs, the figure increase to 28.3% in 2008 and 28.7% in 2014, a negligible progress during 2008–2014.
Religious composition: As expected, majority
of the SMC members were Muslims (Table
5.1). On average, 10.6% of the SMC
members was non-Muslims; 10.9% in the
rural schools and 8.8% in the urban schools
(p<0.001). The proportion was highest in the
non-formal primary schools (12.5%),
followed by the government (11.4%) and the
newly nationalized (10.1%) primary schools
and the kindergartens (7.8%), respectively.
All SMC members of the ebtedayee
madrasas were Muslims. The females share
was 41% among the Muslim members and
43.8% among the non-Muslim members. Residence-wise significant difference in the proportion of nonMuslim members was observed only in the non-formal primary schools (Annex 5.4). Over 13% of the rural
and 5% of the urban SMC members of non-formal schools were non-Muslims (p<0.001).
Educational qualifications: The SMC members varied in terms of their educational qualifications. Their
educational qualifications varied by school type too. The heads of the institutions did not know the
educational qualification of 1.2% of the SMC members. Of the rest, 1% had no schooling; 0.6% among the
males and 1.5% among the females. It was highest in non-formal schools (3.2%).
Overall, 5.7% of the SMC members did not complete primary education, 19% had 5–7 years of schooling,
18.9% had 8–9 years of schooling, 17.8% had 10 years of schooling, 13.1% had 12 years of schooling, 16.4%
had 14 years of schooling and 9.1% had 16 years of schooling (Figure 5.3). In other words, 94.3% of the
SMC members completed primary education, three quarters completed junior secondary education, 56.4%
completed secondary education, 38.6% completed higher secondary education, and over a quarter received
Bachelor degree and 9.1% received Master degree (Annex 5.5). SMC members with less than five years of
schooling was 3.2% among the males and 9.2% among the females, 5.8% in the rural schools and 4.4% in
the urban schools. Highest proportion of such members was found in the non-formal schools (17.4%).
Nearly 34% of the SMC members of the same type of school had 5–7 years of schooling. SMC members
with a Master degree was 7.5% in the rural schools and 22.7% in the urban schools, 11.8% among the
males and 5.2% among the females. Master degree holders comprised of 28.5% of the SMC members of
the kindergartens, 10.1% of those of the government schools, 5.1% of those of the newly nationalized
schools, and only 1.7% of those of the non-formal primary schools (Annex 5.6).
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On average, the SMC members had 9.8
years of schooling; 11.7 years among the
members of urban school SMCs and 9.6
years among the members of rural school
SMCs, and 10.5 years among male
members and 8.8 years among female
members. School type-wise, mean years of
schooling of the SMC members was 13.1
for kindergartens, 10.5 for government
schools, 10.1 for ebtedayee madrasas, 9.6
for newly nationalized schools and 7.2 for
the non-formal schools. Mean years of
schooling of the SMC members increased
from nine years in 2008 to 9.8 years in
2014. In rural schools, it increased from 8.9
years in 2008 to 9.6 years in 2014, and in
urban schools, it increased from 9.9 years
in 2008 to 11.7 years in 2014. Increase was
observed among the males as well as the females. Figure 5.4 shows such increase in four types of schools
which were common in each year. Highest increase was noticed in the non-formal primary schools (two
years).
Training: Only 7.1% of the SMC
members had training; 8.8% among
the males and 4.6% among the
females. Seven percent of the
members of rural and 7.9% of those
of urban schools had training. School
type-wise, this was 8.5% for
government, 10.6% for newly
nationalized, 6.7% for kindergarten,
2% for ebtedayee madrasa and 1% for
non-formal schools. Trends analysis
on SMC members training was not
possible due to unavailability of data
in earlier surveys.
Membership type: A total of eight types of SMC members were found. They include teachers’
representatives, guardians’ representatives, founders’ representatives, land donors or their
representatives, persons interested in education (biddyuitshahi), members selected by higher authority,
elected members and ex-officio members. Annex 5.7 shows that majority of them were representatives
of the guardians of the students (37.6%) followed by persons interested in education (14.1%), teachers’
representatives (14.1%), and ex-officio members (11.2%). All these four type comprised of 77.7% of the
total members of SMCs. Representative of the guardians was the highest in the SMCs of the non-formal
primary schools (52.2%), it was below 35% in other types. Proportion of land donors or their representatives
was highest in the ebtedayee madrasas (14.2%).

Educaon Watch 2015

Females were not equally represented in each category (Annex 5.8). Proportion of females was highest
among the representatives of the guardians (53.5%) and lowest among the land donors (8.9%). Over 40%
of the representatives of the teachers and the persons interested in education (biddyuitshahi) and a third
of the ex-officio members were females. Proportion of females was below 30% in other categories. Urbanrural difference for each category is also provided in this Annex.
In terms of educational qualification, representatives of the teachers were ahead of all other categories
followed by ex-officio members (Annex 5.9). Teachers’ representatives, on average, had 13.3 years of
schooling and ex-officio members had 11.9 years of schooling. Mean years of schooling of the founding
members was 10.7 years and it was 10.2 years for the members selected by higher authorities. Educational
qualification was the least among the representatives of the guardians (8 years).
Occupation: The main occupations of the SMC members were collected. Eight categories of occupations
were found (Annex 5.10). Overall, majority of them were living on household work (28%) followed by
teaching (26.1%), business (17.2%) and agriculture (12.9%). These four occupations comprised of over 84%
of the SMC members. Occupation of two-thirds of the female members was household work and a quarter
was teachers. On the other hand, business, teaching and agriculture were the major occupations of the
male members. Difference between the rural and urban schools is also noticeable. Proportionately more
SMC members of rural schools lived on agriculture and household work than their counterparts in urban
schools. Business or salaried job were the two occupations where the urban SMC members surpassed their
rural counterparts. Difference in occupation by school type is provided in Annex 5.11. Occupation of half
of the SMC members of non-formal schools was household work. Comparing 2008 and 2014 it can be said
that proportion of SMC members who lived on agriculture, salaried job or business reduced over time. On
the other hand, proportion of teachers, social workers and those involved in household work increased
from 2008 to 2014 (Figure 5.5).

B. The heads of institutions
The heads of the educational institutions, i.e., the head teachers are very important persons in any formal
school setting. They provide leadership in operation of institutions through distributing activities among
other teachers and supervising their work. It includes teaching activities as well as co-curricular and various
other activities. Day to day management of schools and keeping communication with the school managing
committees and upazila education authorities are the duties of the head teachers. They are the member-
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secretary of the SMCs. As the non-formal schools are single-teacher schools, they were not included in
this analysis.
Basic information: On average, 3.2% of the four types of educational institutions did not have any head
teacher; 3.4% among rural schools and 1.4% among urban schools (Annex 5.12). School type-wise, 2.7%
of the government primary schools, 4% of each of the newly nationalized primary schools and ebtedayee
madrasas, and 2.2% of the kindergartens had no head teacher. Unlikely to the total teaching staff majority
of the posts of head teachers were occupied by the males. Females were 30.4% of the heads of the
institutions. Heads of 31% of the rural and 34.4% of the urban educational institutions were females.
Proportion of female heads was highest in the government primary schools (44.5%) followed by the
kindergartens (23%), and newly nationalized primary schools (20.1%). It was only 2.8% in the ebtedayee
madrasas. Of the heads of the institutions, 2.2% belonged to the small ethnic groups and 11.5% were nonMuslims. Both the proportions were highest in the government primary schools (Annex 5.12).
Females share among the heads of the educational institutions increased over time – 13.8% in 1998 to
21.6% in 2008 and 30.4% in 2014 (Figure 5.6). Compared to other types of institutions it increased sharply
in the government primary schools. For instance, in the government schools, 17.4% of the head teachers
were females which increased to 38.4% in 2008 and 44.5% in 2014. Increase in the percentage of female
heads was very slow in the newly nationalized primary schools and the ebtedayee madrasas. It was rather
decreased in the kindergartens.

Educational qualifications: Highest equcational qualification of 30.9% of the head teachers was Master
degree, 43.2% bachelor degree, 18.4% completed higher secondary education and 7.5% completed
secondary education (Annex 5.13). None of the heads of the kindergartens or the ebtedayee madrasas
had less that 12 years of education. However, a fifth of the heads of the newly nationalized primary schools
and 2.7% of the government primary schools had only 10 years of schooling. About three quarters of the
head teachers were Bachelor and/or Master degree holders. Over 91% of the heads of urban schools and
71.7% of those of the rural school had this qualification. School type-wise, 90.5% of the heads of
government primary schools, and 87.4% of those of kindergartens had a Bachelor and/or a Master degree.
This was so for , 39.9% in newly nationalized primary schools and 93% of those in ebtedayee madrasas.
The latter mostly had their education from fazil or kamil madrasas.
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Figure 5.7 presents an increasing
trend in the proportion of head
teachers with at least a Bachelor
degree. In 1998, 45.4% of the
head teachers had at least a
bachelor degree which increased
to 69.9% in 2008 and 74.1% in
2014. Although a clear and steady
increase was observed in the
government schools and in the
ebtedayee madrasas it was very
slow in the newly nationalized
primary schools and declining in
the kindergartens.
Majority of the head teachers studied Humanities during their academic life. Similar as the other teaching
staff, proportion of head teachers who studied Humanities increased with the increase of level of education
and proportion of heads who studied Science decreased (Annex 5.14). Among the head teachers, 54.6%
studied Humanities at secondary level, 60% at higher secondary level, 76% at Bachelor’s level and 82.1%
at Master’s level. On the other hand, 35.7% of them studied Science at secondary level, 26.4% at higher
secondary level, 11.4% at Bachelor’s level and 7.4% at Master’s level.
Training: On average, 84.2% of the head teachers had basic teacher training which may be Certificate in
Education (C-in-Ed), Bachelor of Education (BEd) or Master of Education (MEd); 82.2% among the males
and 88.5% among the females. Whereas, 87.8% of the head teachers of the rural schools were trained it
was 60.8% in the urban schools. All the head teachers of the government primary schools, 95.8% of those
of the newly nationalized primary schools, 34.8% of those of the kindergartens and 18.3% of those of the
ebtedayee madrasas were trained.
Figure
5.8
presents
increasing
trend
in
percentage of trained head
teachers. In 1998, 70.8% of
the school heads had basic
teacher training which
increased to 77% in 2008 and
84.2% in 2014. School typewise, increasing trend was
observed in three types of
schools, viz., government
primary schools, newly
nation- alized primary
schools and ebtedayee
madrasas but not in the
kindergartens.
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Compared to total teaching staff, head teachers received more subject-based training (78.9%). Over a fifth
of the head teachers (21.1%) did not receive any such training. Of the head teachers, 13.6% got training
on one subject, 27.7% got in two subjects, 20.3% in three subjects, 9.8% in four subjects, 3.3% in five
subjects and 4.1% in all six subjects. No gender variation was observed in receiving at least one subjectbased training. However, although 83% of the heads in rural schools received at least one training about
half of the heads of urban schools had no such training. Nearly 96% of the heads of the government primary
schools and the newly nationalized primary schools had at least one subject-based training. On the other
hand, 80.7% of the heads of the kindergartens and 97.2% of those of the ebtedayee madrasas had none.
Subject-wise, 48.6% of the head teachers got training on English, 46.7% on Mathematics, 41.8% on Bangla,
34.7% on Bangladesh & Global Studies, 33.4% on Primary Science, and 5% on Religion & Moral Education
(Annex 5.15). No gender difference was observed in receiving subject-based training by the head teachers.
However, significantly more heads of the rural schools received training in five subjects than their urban
counterparts. The subjects include Bangla, English, Mathematics, Bangladesh & Global Studies and Primary
Science. Figure 5.9 shows an increasing trend in subject-based training of the head teachers of primary
educational institutions.

C. Managing committee meetings
The school managing committees, on average, met 6.9 times in 2014 (Table 5.2). Mean number of meetings
was seven in rural schools and 6.2 in urban schools. It was the highest in the government primary schools
and the lowest in the kindergartens – 7.6 and 4.9, respectively. SMCs of the newly nationalized and nonformal primary schools met seven times each and those of the ebtedayee madrasas met 4.9 times in 2014.
Table 5.2 shows that written meeting minutes was found in majority of the schools (96.8%). This was slightly
higher in the rural schools than the urban schools (97% vs. 95.1%). Kindergartens were much behind the
other types in keeping records of SMC meetings. Only 87.3% of them had such a practice.
Information on attendance of the SMC members in the last meeting prior to school survey was collected.
On average, 84.5% of the SMC members were present in that meeting (Table 5.2). The attendance rate
was mostly equal in rural and urban schools. However, significantly higher proportion of females attended
the meeting than the male members (88.3% vs. 81.8%; p<0.001). Non-formal schools were at the top in
this with 90.8% of the members attended the meeting and the ebtedayee madrasas at the bottom with
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80% attendance rate. Among
others, the attendance rate was
84.9% for newly nationalized
primary schools, 83.6% for the
kindergartens and 81.3% for the
government schools.
Attendance rate of the MemberSecretaries of the committees
was 97%, it was 90% among the
Presidents, 87.3% among the
Vice Presidents and 81.7%
among the Members. Again, the
land donors, selected members
(by higher authorities) and the
ex-officio members were more
likely to be absent from meeting than others.
Variation in attendance rate was also observed in
terms of occupation of the members. Social
workers and those engaged in agriculture or
salaried job were less likely to attend in the
meeting than others. Figure 5.10 shows that the
mean number of SMC meetings and practice of
writing meeting minutes decreased during the past
six years (2008–2014) but attendance rate of the
members in the meeting
SMC meeting minutes were scanned to understand
the issues discussed in the meetings. The head
teachers were asked to mention three major issues
among those discussed in the last meeting prior to
school survey. Most frequently discussed issues
were: students’ absenteeism (42.3%), schools
physical facilities (41.9%), issues related to primary education completion examination (PECE) and related model
test (36.8%), quality of education (24.9%), in-school examination (14.4%), and upabritti (14.4%) (Table 5.3). The
other discussed issues include public awareness raising, various programmes organized by schools, student
admission, teacher appointment, textbook distribution and communication with parents (Annex 5.16).Some
issues got more attention to the SMCs of the rural schools and some to those of urban schools (Annex 5.16).
Students’ absenteeism, physical facility, PECE and model test, upabritti, and public awareness raising got more
attention to the SMCs of the rural schools. On the other hand, quality of education, and admission of students
received more attention of the SMCs of the urban schools.
Issues discussed in the SMC meetings varied by school type too (Annex 5.17). Kindergartens gave more
emphasis on teacher appointment and students’ admission compared to other types of schools. Non-formal
schools gave more attention to awareness raising activities and communication with parents than others.
Ebtedayee madrasas were concerned, more than others, about organizing various programmes in school.

69

70

Educaon Watch 2015

D. Summary findings
Recognizing the potential role of School Managing Committees (SMC) in overall development of schools
and improving quality of education, this section presents information on the SMCs. The characteristics of
head teachers are also analysed.
Most of the government and newly nationalized primary schools and the ebtedayee madrasas had SMCs
in 2014, but 15% of the non-formal schools and 22.5% of the kindergartens had no such committee.
Overall, 91.5% of the schools had SMCs. The size of SMCs varied by school type because of regulatory
decisions. For instance, an 11-member committee is stipulated for government and newly nationalized
schools and ebtedayee madrasas; 7-member in non-formal schools; and no such rule applied for
kindergartens.
Females constituted 41.3% of the SMC members in 2014 which substantially varied by school type and
school location. The highest proportion of females was observed in the SMCs of non-formal schools
(66.2%) and lowest in those of the ebtedayee madrasas (4%). Female membership in SMCs was higher
in rural areas than in urban areas (41.8% vs. 37.1%). Share of females in SMCs and the proportion of
SMCs with more female members than males increased over time. In 1998, less than a fifth of the SMC
members were females which increased to 41.3% in 2014. Again, in 1998, SMCs of 14.3% of the schools
had more females than males which increased to 28.7% in 2014. In both cases, the improvement was
more than others in the government schools.
Educational qualifications of the SMC members also varied substantially by school type, but qualifications
increased over time. On average, they had nine years of schooling in 2008 which increased to 9.8 years
in 2014. A very few of them had some sort of training. People with occupations in farming, salaried job
and business were less represented in the SMCs in 2014 than those it 2008. On the other hand,
representation of teachers, social workers and people involved in household work increased during this
period.
Head teachers play a significant role in managing schools. Most of the educational institutions had head
teachers in 2014 (96.8%). Of the heads, 30.4% were females; 31% in rural schools and 34.4% in urban
schools. It was the highest in the government schools (44.5%) and the lowest in the madrasas (2.8%).

Educaon Watch 2015

The proportion of female heads of institutions increased over time – from 13.8% in 1998 to 21.6% in
2008 and 30.4% in 2014. Major increase was noticed in the government schools.
Educational qualification of the head teachers increased over time. In 1998, 45.4% of the head teachers
had at least a Bachelors degree which increased to 69.9% in 2008 and 74.1% in 2014. In 2014, more
than 90% of the heads of the government primary schools and 39.9% of those of the newly nationalized
primary schools had at least a Bachelors degree. This was the case for 87.4% of the heads of the
kindergartens.
Over 84% of the head teachers was trained in 2014; 82.2% among the males and 88.5% among the
females. All the heads of government primary schools, 95.8% of those of the newly nationalized schools,
34.8% of those of the kindergartens and 18.3% of those of the ebtedayee madrasas were trained.
Proportion of trained head teachers also increased over time – from 70.8% in 1998 to 77% in 2008 and
84.2% in 2014. The training of head teachers was on pedagogy in general or teaching certain subjects
– not necessarily on the management and leadership functions of the head teacher.
The SMCs, on average, met 6.9 times in 2014, 96.8% of them had written minutes, and members’
attendance in meeting was counted to be 84.5%. Kindergartens and ebtedayee madrasas were less
regular in holding the meetings. Attendance rate was highest in non-formal schools (90.8%) and lowest
in the ebtedayee madrasas (80%).The mean number of meetings held decreased from 2008 to 2014,
but the practice of writing meeting minutes and attendance of members increased.
Frequently discussed issues in SMC meetings were students’ absenteeism, improvement of physical
facilities, primary education completion examination (PECE) and model tests, quality of education, etc.
Not much difference was observed between 2008 and 2014 in terms of issues discussed in the SMC
meetings. There appears to be no evidence of change in the scope of authority and decision-making at
school level regarding management of school.
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A

ccess to primary education is an important consideration for Education for All (EFA) as well as for
assessing quality of any education system. Two popular indicators in this regard are gross enrolment
ratio (GER) and net enrolment rate (NER). These were calculated for children representing various
socioeconomic backgrounds and their families. In addition, estimates for two other indicators ‘real net
enrolment rate’ (RNER) and ‘adjusted net enrolment ratio’ (ANER) were also calculated. Moreover, school
enrolment of the children of age six, the entry age for primary schooling in Bangladesh, was specifically
examined by exploring the gross and net intake ratios as indicators. Access to education cannot be
meaningful without continuing participation in it. Accordingly, attendance of students in schools was also
investigated.

A. Gross enrolment
Official duration of primary education is five years in Bangladesh (GoB 1990). Children aged 6-10 years are
enrolled in schools for primary education. However, it was seen in previous studies under Education Watch
and other surveys that the children beyond the official age range also get admitted for primary education.
This happened at both ends of primary enrolment age. Moreover, repetition (unsuccessful in getting promotion
from one grade to the next) also resulted over-aged children’s presence in primary education. Thus, in order
to understand access to primary education it is important to explore the gross enrolment ratio.
Gross enrolment ratio (GER): It refers to the number of children currently enrolled in primary grades (I-V)
for every 100 children of age 6-10 years. Children may enrol in any type of primary educational institutions
including formal or non-formal, secular or faith-based, and Bangla or English medium.
Table 6.1 shows that the gross enrolment ratio was found to be 104 in 2013. It was 101 for the boys and
108 for the girls, indicating more girls than boys enrolled in primary education who were either under- or
over-aged. The GER was 106 in rural areas and 96 in urban areas. This means that a large number of children
outside primary school age were enrolled in grades I-V in rural areas. The figure for the urban areas shows
that the enrolment is more stringent in urban areas, with no children beyond the recommended age taken.
The GER came down over the period of 15 years – from107 in 1998 to 104 in 2013 (Table 6.1). Genderwise, much reduction in GER was found among the boys but not among the girls. For boys, it was 108 in
1998 which came down to 101 in 2013.
Residence-wise, more reduction in GER
was noticed in urban areas than in rural
areas. In urban areas, the GER was 105
in 1998 which was reduced to 100 in
2005 and to 96 in 2013.
Grade-wise distribution of students:
Percentage distribution of students by
grade of enrolment also changed over
one-and-a-half decade (Table 6.2). The
distribution was wider in 1998 than in
recent past. In 1998, a third of the
primary students were enrolled in grade
I which gradually decreased to about
20% in each of the grades II and III, and
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to nearly 14% in each of the grades IV and V –
indicating high dropout of students over the
five years of primary education. The
proportion of the first graders gradually fell
from 33.4% in 1998 to 31.7% in 2000, to
around 28% in 2005 and 2008, and to 21.3%
by 2013. Consequence of this is the increase
of proportions of students in other grades. In
2013, the proportion of students in the first
three grades was 21-22% in each and 17-18%
in each of the other two grades. A similar
trend was observed when data were analysed
by gender and by area of residence of the
students. Gender and residence-wise analyses on 2013 data are provided in Annex 6.1.
Students’ age-grade gap: A gross enrolment ratio higher than 100 already gave an indication of presence
of under and over aged students in primary education. Figure 6.1 clearly shows the change in the proportion
of under and over aged students in primary education. It can be seen that the proportion of children below
six years as well as over 10 years have
decreased over time. For instance, in
1998, children below six years were 5.8%
and children over age 10 were 27.1% in
primary schools. Over 15 years, the figures
came down to 2.1% and 22.6%,
respectively. As a result, proportion of
students in primary education belonging
to the official age-range (6-10 years) has
gradually increased. For instance, the
proportion at the right age-range was
67.4% in 1998, which increased to over
three quarters in 2013. Over eight
percentage points increase over a period
of one-and-a-half decade.
The above is a gross calculation on the age
issue and sometimes may be misleading.
For instance, it did not say anything among
those students who enrolled in a grade
lower than the grade appropriate to their
age, although they all belonged to the
official primary age range. Table 6.3 shows
it in a better way. The table was created
through matching ages of the students
with grades of enrolment. On average,
perfect matching of age and grade was
found 28.4% in 2013 which actually
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increased over time from 18.3% in 1998. Similarly, proportion of students one year older than appropriate
ages of their grades also increased from 24.4% in 1998 to 30.3% in 2013. The rate of perfect matching
increased 10.1 percentage points over 15 years and the rate of one year deviation increased 5.9 percentage
points; totalling 16 percentage points. If we are reluctant to a year deviation from grade it can be said that
proportion of students enrolled in age appropriate grades increased at least one percentage points by a
year. Although the situation has improved over the period, over a third of the primary students of 2013
were in a grade two or more years behind their age. So, the situation is still at a serious stage. However,
enrolment of under-aged children also reduced over this period.

B. School type-wise enrolment
Percentage distribution of students by school type over the years is provided in Table 6.4. Majority of the
primary students are enrolled in the government primary schools throughout the period; however, the share
of government schools has changed over time. It has gradually decreased from 68.3% in 1998 to 56.9% in 2008
and then increased to 58.2% in 2013. Increased share of the newly nationalized primary schools (called
registered or non-registered non-government primary schools in earlier studies) is also noticeable. Their share
was 15.2% in 1998 which decreased at around 20% afterwards. Totalling the shares of these two types of
schools, it can be said that while in 1998, 83.5% of the primary students were enrolled in educational
institutions directly or indirectly managed by the Directorate of Primary Education (DPE), the main provider
of primary education in the
country. The figure decreased to
79.7% by 2013. This means that at
present about a fifth of the primary
students were enrolled in
institutions which were not
managed by DPE.
The share of the kindergartens
increased substantially over the
past one-and-a-half decade.
Kindergartens share in primary
education was only 1.5% in 1998
which increased to 2.1% in 2000,
4.3% in 2005, 4.7% in 2008, and
7.4% in 2013 (Table 6.4). Major
increase was observed between 2008 and 2013. Increase in the share of madrasas was also noticed up to
2005 which reduced afterwards. Proportion of primary students in the madrasas (combining ebtedayee
and higher) increased from 7% in 2000 to 9.4% in 2005 then fell to 7% in 2008 and 6.6% in 2013. Share of
the independent ebtedayee madrasas was always much less than that of the ebtedayee section of the
higher madrasas (dakhil, alim, fazil or kamil). It was because madrasas, in general, are established with an
ebtedayee section (calling them ebtedayee madrasa) which are then converted to higher madrasas.
Among other types, the share of the primary sections of the high schools never surpassed 2%. The share
of the non-formal primary education (NFPE) was 8.8% in 1998 which gradually decreased to 6.1% in 2005,
then jumped up to 9.6% in 2008 and again is reported to be down to 4.3% in 2013 (Table 6.4). Reliability
of NFPE statistics in a national sampling is somewhat problematic because these schools are not evenly
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distributed in all areas. Such a non-steady
situation of the non-formal schools may be
because they are fully dependent on
foreign aid. Steady increased capacity of
the state system (as seen in Chapters 3
and 4) may also be a strong cause of
reduction in the need for non-formal
provision and thus the number of schools.
Let us take a look at the 2013 data once
again (Table 6.5). It shows that
proportionate distribution of girls by
school type was mostly similar to that of
the boys. However, a noticeable difference
was observed between the proportions of
students for rural and urban areas. Proportionately more rural students chose government, newly
nationalized and non-formal schools than their counterparts in urban areas, whereas, the urban students’
share in the kindergartens and the primary section of the high schools was much higher. At the national
level, 7.4% of the students enrolled in the kindergartens, but it was 18.7% among the urban students. Again,
whereas only 2% of the primary students enrolled in primary classes attached to high schools at the national
level, the urban students’ share in these was 10%. These raise equity issues within the primary education
system, since facilities substantially vary by school type (Chapters 3 and 4).

C. Net enrolment
The net enrolment rate (NER) is defined as the number of children aged 6-10 years currently enrolled in
any grade in any school for every 100 children of the same age range. NER at the national level was
estimated to be 94.3% in 2013 (Table 6.6). It was significantly higher for the girls than for the boys (95.3%
vs. 93.3%; p<0.01), but the children of rural and urban areas enrolled roughly equally– the rates being
94.1% and 95.5%, respectively.
The primary NER significantly increased over the
past one-and-a-half decade
(Table 6.6). Such improvement was not only at the
national level but also for
the children of both genders
as well as for rural and
urban areas. At the national
level, the NER was 77% in
1998 which gradually
increased to 86.8% in 2005.
Following no increase
between 2005 and 2008; it
rose to 94.3% in 2013. On
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average, the increase was more than one percentage point per year over 15 years. The rate of improvement
per year was somewhat higher in the later period than the former – 1.6 and 1.4 percentage points,
respectively.
A significantly higher NER for girls than boys was recorded in all the household surveys of Education Watch
except in 2000 where no difference was observed (Table 6.6). Improvement in NER over the period of oneand-a-half decade was one percentage point higher for the boys than for the girls. Separately, the boys
progressed 17.8 percentage points and the girls progressed 16.8 percentage points. The rate of progress
was faster for the boys than the girls during 1998–2005; an opposite situation was observed during 2008–
2013. It should be noted that during 2005–2008, whereas boys NER was stagnant but the girls NER lessened
one percentage point.
Urban-rural gap in primary NER was noticed in every household survey of Education Watch except the
latest one in 2013 (Table 6.6). The NER in urban areas was higher than that in rural areas. However, the
progress was slightly more among the rural children than for their urban counterparts. The rural NER
increased by 17.4 percentage points and the urban NER by 16.5 percentage points. Although a faster
increase in NER was noticed in rural areas than the urban areas during 1998–2005 but both the areas
increased with an equal rate during 2008–2013.
Two other indicators related to school enrolment of children may be presented here. These are real net
enrolment rate (RNER) and adjusted net enrolment ratio (ANER). Concept of the first one evolved through
Education Watch studies and the second one was borrowed from the recent EFA global monitoring reports
(UNESCO 2014, 2015). The following are the definitions for them.
Real net enrolment rate (RNER): Enrolment of the children belonging to official age group for
primary education at primary classes, expressed as a percentage of the population in that age
group.
Adjusted net enrolment ratio (ANER): Enrolment of the children of official age group for primary
education either at that level or the levels above, expressed as a percentage of the population in
that age group.
In 2013, the real net enrolment rate (RNER) was found to be 78.3% and the adjusted net enrolment ratio
(ANER) to be 80.6%. The RNER was 75.8% for the boys and 80.9% for the girls (p<0.001). It was 78.6%
among rural children and 76.9% among urban children with no statistical difference. On the other hand,
the ANER was 78.2% for the boys and 83.1% for the girls. It was mostly equal in rural and urban areas
(80.6% and 80.1%, respectively). Table 6.7 provides trends in RNER and ANER during 1998–2013. NERs and
GERs are also provided in this table for comparison. Two messages can be discerned from this table. First,
the adjusted net enrolment rate
was slightly higher than the real
net enrolment rate throughout
the period, indicating a lesser
proportion enrolled in the right
grade for age. Second, the
figures corresponding to gross
enrolment ratio was always the
highest followed by net
enrolment rate and adjusted net
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enrolment ratio. The real net enrolment rate always produced the lowest figure, again indicating the agegrade gap. Annex 6.2 provides trends in adjusted net enrolment ratio by gender and area of residence.
An attempt was made to project the duration of full achievement of NER, RNER and ANER. Compound
Growth Model was used to do so. The results show that it would require more six years to reach 100%
NER, 37 years to reach 100% RNER and 26.7 years to reach 100% ANER. In other words, Bangladesh may
achieve the full NER by 2019 if the current rate of progress continues. Similarly, the country may achieve
full RNER by 2050 and full ANER by 2014. Considering the SDG target timeline it can be said that the rate
of progress is rather slow.

D. Socio-economic differentials of net enrolment
Difference in primary NER in terms of socio-economic background of the children has been a persistent
phenomenon throughout the period of the study. The background factors considered were children’s age,
parental education and household food security status.
Age-specific NER: The age-specific NER in 2013 is provided in Annex 6.3. Except for the children of age six
years, NER was more than 94% for the children of each single age. This was observed irrespective of gender
and residence. At the national level, the NER for the children of age six years was 85.9%. It was 83.9%
among the boys and 87.9% among the girls, and 85.3% in rural areas and 88.5% in urban areas. The rate
for the boys was less than for the girls at every age. The gap was highest at age ten years. Whereas, over
98% of the girls of age nine and ten were currently enrolled in school it was 97.2% for the nine-year old
boys and 94.4% for ten-year old boys (Annex 6.3).
Figure 6.2 shows changes in age
specific NER of the primary aged
children from five household surveys
under Education Watch. Statistically
significant increase in NER with the
increase of age was observed
throughout the period of 15 years.
However, wide variations in NERs of
the first and the last age cohort point
to the need for a serious look at
enrolment of the children of age six
years. During 1998–2013, the rate
increased significantly for each of the
primary schooling age cohort. The
highest rate of increase was recorded
at age six which gradually decreased
up to the age of nine and again increased at age 10. NER increased 25.1 percentage points at age six years,
18.9 percentage points at age seven years, 14.6 percentage points at age eight years, 12.9 percentage points
at nine years and 16.7 percentage points at 10 years. Drastic fall of NER at age six during 2005–2008 and jump
of it during 2008–2013 needs further investigation.
Parental education and NER: Similar to previous years, NER significantly increased with the increase of
parental education in 2013 (Annexes 6.4 and 6.5). The NER was 90% if the mothers had no education and

Educaon Watch 2015

97.5% if they had secondary or more education. Similarly, it was 91% if the fathers had no education and
97.8% if they had secondary or more education. Increase of NER with the increase of mothers’ education
was found among the children of both the genders and among those living in rural areas, but increase in
NER was consistent for both gender and urban and rural areas with increase of fathers’ education.
Before entering into the analysis of changes in
NER in terms of parental education during the
past 15 years it would be interesting to see how
the parental education of the primary aged
children have changed over time. Two indicators
were used: proportion of parents never
schooled and proportion of parents completing
primary education. In 1998, two-thirds of the
mothers and 55.7% of the fathers of the
children of age 6–10 years had never been to
school (Table 6.8). Both the figures gradually
decreased over time due to expansion of
primary education in the country and reached
33.9% and 41.8%, respectively in 2013.
Combining schooling of both the parents it was
estimated that in 1998, none of the parents of
about half of the children had been to school.
This proportion came down to 25.3% by 2013.
Improvement in the proportion of parents
completing primary education was also
observed– from 21.7% in 1998 to 48.8% in
2013 in the case of mothers and from 32.8% in 1998 to 43.8% in 2013 in the case of fathers (Table 6.9).
Overall, the proportion of both the parents completing primary education was 17% in 1998 which gradually
and steadily increased to 33.3% in 2013. Earlier the fathers were more educated than mothers but the
situation has reversed in recent past. Whether such a vast increase in the parental education has any
implication in changing parental role in school operation and specifically in students’ learning may be of
interest for further exploration.
The primary NER significantly increased over time
against every level of
parental education (Tables
6.10 and 6.11). The increase
was likely to be more if the
parents
were
never
schooled or less educated
because NER was already
high among the children of
educated parents. Gap in
primary NER between two
extreme levels of mothers’
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education also decreased over
time. For instance, in 1998, primary
NER was 70.7% if the mothers had
no education and 96.2% if they
completed secondary education or
more (Table 6.10). These figures
were found 90% and 97.5%,
respectively in 2013. Gap between
the NERs of two extreme levels of
mothers’ education was 25.5
percentage points in 1998 which
declined to 7.5% in 2013. Over 15
years, the NER for each level of
mothers’ education increased up to 90% or more. Similar level of changes were noticed in terms of fathers’
education too (Table 6.11). The NER increased 19.3 percentage points for the children of the never schooled
mothers and 22.6 percentage points for the children of never schooled fathers. In 2013, the NER was 90%
or more for every level of parental education. In 2013, NER was 90% or more for every level of parental
education.
Figure 6.3 shows trends in primary NER for the children of never schooled parents and for at least one
parent ever schooled. In 1998, two-thirds of the children of the parents none of whom had ever been to
school were currently enrolled. The figure increased to 68.9% in 2000 and to 79% during 2005–2008 and
jumped up to 88.3% in 2013. NER
was 86.7% in 1998 for those having
at least one ever schooled parent.
The figure rose to 91% in 2005 and
96.3% in 2013. Increase in NER for
both the cases was statistically
significant. Year-wise analysis also
shows significantly higher NER if at
least one parent had schooling
than both without schooling.
Yearly food security status and NER:
As a proxy for income level or
economic status of the households,
yearly food security status was collected. The respondents were asked to rate their households in a four
point scale taking into account the past year’s income from all sources and expenditure in every heads.
The points in the scale were: always in deficit, sometimes in deficit, breakeven and surplus. In 2013, the
primary NER has significantly increased with the increase of yearly food security status of households (Annex
6.6). Separate analysis shows that this was the case for the children of both genders as well as for rural
children.
Figure 6.4 presents progress in NER by yearly food security status of households during 1998–2013. The
following are the observations in brief.
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On average, the enrolment situation of primary school age children has improved during this period
for all four economic categories of households. Major improvement was noticed in the always in
deficit households (20.3 percentage points) and the least improvement in the surplus households
(9.4 percentage points).
Gap in NER between always in deficit and surplus households halved over 15 years – 21.6
percentage points in 1998 to 10.7 percentage points in 2013.
Improvement was faster during 2008–2013 compared to that during 1998–2005 in all four
categories of households.
Some more analyses of NER based
on 2013 data are provided in
Annexes 6.7 to 6.10. These provide
NER in terms of ethnicity, religion,
electricity availability at home and
distance between home and
nearest primary school. All analyses
are done separately for boys and
girls and for urban and rural
children. Overall, no difference was
observed in NER in terms of
religion, ethnicity or distance
between home and school.
However, the NER was found
significantly higher among those
having electricity connection at
home than those who did not have.

E. Out-of-school children
In Bangladesh, education for the children aged 6–10 years is compulsory by law (GoB 1990). Thus, proportion
of out-of-school children was calculated for them. Out-of-school children includes those who never enrolled in
school and those enrolled but dropped out
before crossing the above age limit. In
other words, children of age 6–10 years
who were currently not enrolled in school
were considered as out-of-school children.
The proportion of out-of-school children
has been reduced over the last 15 years.
In 1998, 23% of the 6–10 years old
children were out-of-school which came
down to 20.2% in 2000 and 13.2% in
2005. A slight increase was noticed in
2008 with a proportion of 13.6% and
then this decreased again to 5.7% in
2013. Thus, the proportion of out-of-
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school children came down to a quarter over 15 years’ period from 1998 to 2013. Decrease in the out-ofschool children was observed in all groups of children categorized by age, gender, residence, parental
education, yearly food security status and religious beliefs. Major improvement was noticed in the poorest
(always in deficit) households and among the children of never schooled (or with a few years of education)
parents.
Total number of out-of-school children was estimated through extrapolating the above figures with the
population of age 6–10 years gathered from various census publications of the Bangladesh Bureau of
Statistics (BBS). The estimates show that the number of out-of-school children was 3,830,093 in 1998,
3,380,703 in 2000, 2,236,939 in 2005, 2,321,837 in 2008 and 985,366 in 2013 (Figure 6.5). Declining the
out-of-school children in absolute number is really an indication of progress in access to primary education.
Annex 6.11 provides details of this
calculation.
One of the KPIs is to reduce the number of
out-of-school children among those aged
6–10 years and as well as 11–14 years.
Following the similar way, as mentioned
above, it was estimated that 33,31,521
children aged 11–14 years were out-ofschool in 1998 (Figure 6.5). The number
reduced over time and reached 33,18,796
in 2000, 32,05,784 in 2005, 26,12,050 in
2008 and 18,18,353 in 2013. Totalling
those in both the age-groups, it can be said
that 71,61,614 children of age 6–14 years
were out of school in 1998 which reduced
to 28,03,719 in 2013. This means a
reduction of 61% over a period of 15 years.
Details of the calculation of out-of-school
children among aged 11–14 years is
provided in Annex 6.12.

F. Multivariate analysis of enrolment
A multivariate logistic regression model
was developed in order to predict net
enrolment of the children aged 6–10 years.
This would help understand the predictive
power
of
various
background
characteristics of the children in their
enrolment in school. The dependent
variable was the children’s enrolment
status measured dichotomously, viz.,
currently enrolled or currently not
enrolled. Ten independent variables were

Educaon Watch 2015

primarily considered. These include age, gender, residence, mothers education, fathers education,
household food security status, availability of electricity at home, distance between homes and nearest
primary educational institutions, ethnicity, and religion. Each of them were measured categorically (Annex
6.13). Distribution of the children aged 6–10 years in terms of the above characteristics is provided in Annex
6.14.
In building the model a stepwise approach was followed and the variables appeared in the model through
forward selection and backward elimination. Thus, only the variables having statistically significant
contribution in explaining the variability in the dependent variable appeared in the final model. The final
model included only five of the above independent variables. These, in terms of chronology of appearance
in the model, are age, mothers’ education, household food security status, fathers’ education and gender.
Table 6.12 provides the model with regression coefficients and their odds ratios along with 95% confidence
limit. Following are the major observations from this analysis. Chronology of appearance indicate
importance of the variables in explaining variation in the dependent variable. In other words, chronologically
importance of them in predicting school enrolment of children aged 6–10 years. It should be mentioned
that, these five variables explained only 6% of the variation in enrolment.
A comparison between the model based on 2008 data (Nath and Chowdhury 2009, page 73) and this can
be made. The first difference is that seven background characteristics appeared in the 2008 model and five
in 2013 model. Five characteristics are common in both. The two additional variables appeared in 2008
model were residence and distance between home and nearest primary school. Secondly, the predicting
variables explained 13% of variability in school enrolment in 2008 and 6% in 2013. Thirdly, age of children
came out as the most important predictor in both the models followed by mothers’ education. Reduction
in both the number of explanatory variables and capacity of them in explaining variability in the dependent
variable indicate that children’s characteristics other than those used in the analyses becoming more
important over time. This is more relevant in the context of fast increasing enrolment situation as well as
a situation with a high enrolment rate.

G. Gross and net intake ratios
These two indicators are based on the entry age of primary education. In our case it is the children of age
six. Exploration of access to education at the entry age is the aim of this section. Following are the definitions
of these two.
The gross intake ratio (GIR) is the total
number of new entrants in the first
grade of primary education, regardless
of age, expressed as a percentage of
the population at the official primary
school-entrance age.
The net intake rate (NIR) is the new
entrants in the first grade of primary
education who are of the official
primary
school-entrance
age,
expressed as a percentage of the
population of the same age.
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In 2013, GIR was estimated as 115% and the NIR 39.3%. Trends analyses show that both the ratios decreased
over time during 1998–2013 (Figure 6.6). Of the two, the rate of decrease was much faster in the case of
GIR than that of NIR. The GIR was over 200% in 1998 which gradually reduced to 166% in 2005 and to 139%
in 2013. On the other hand, NIR was over 40% during 1998–2005, which came down below 40% later. On
the whole, very little change was observed in NIR over the past 15 years.
Among the children of age six, in 2013, 36.5% enrolled in pre-primary education, 46.9% in primary education
(39.3% in grade I and rest in grade II), 2.4% in non-graded madrasas and 14.2% did not enrol in any
educational institution (Annex 6.15).
Half of the girls and 43.6% of the boys
enrolled in primary education. The rate
was about 47% in both urban and rural
areas.
Table 6.13 provides the above analysis
for various years during 1998–2013. It
shows that the proportion of six years
old children currently enrolled in
primary education has decreased over
the period. On the other hand, the
proportion of them currently enrolled
in pre-primary education has increased a lot – below 10% in 1998 to 36.5% in 2013. The proportion of six
years old enrolled in non-graded madrasas also increased. Their tendency of being out-of-school has also
decreased significantly.
Table 6.14 provides age distribution of the first graders in various years. Children aged 4–13 years were
found enrolled in grade I. The table shows an improvement of the situation over time. The following is a
summary of this improvement.
The proportion of children aged 4-5 years in grade I has decreased during 1998–2013. Enrolment
of eight years or older children in grade I also decreased over the period.
The proportion of children of age six enrolled in grade I has increased over time. For instance, only
a fifth of the first graders were of age six in 1998 which gradually increased to 34.2% in 2013. The
proportion of seven years old also increased somewhat in grade I; from 26.1% in 1998 to 31.2% in
2013.
Mean age as well as standard deviation of age of first graders decreased during 1998–2013. Thus,
the coefficient of variation also decreased – from 25% in 1998 to 20.3% in 2013.
All these findings portray a shrinking age-grade gap in primary education.
In an ideal situation there should be very little or no difference between GIR and NIR. A higher GIR than
NIR, which is the case here, indicates that children in Bangladesh start their primary education late. There
were two reasons for lower NIR. First, a good proportion of the children of age six did not enrol in school
and second, a portion enrolled in pre-primary education. The situation related to the first reason has
improved but the second one has deteriorated. It can be seen that parents were not willing to admit their
children in the first grade of primary education at age six and still they are not. After introduction of pre-
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primary education they became willing to
admit their children in pre-primary at age six
rather than at the appropriate age of five.
That’s why a very high NER but a low NIR is
seen.
Now the question comes how long it would
take to admit all children in grade I at their
right age. Using Compound Growth Model it
was estimated that another 30 years would
require to bring all children of age six years to
grade I of primary education. This means that
Bangladesh would see its all children of age six
years admitted in grade I by 2043 if current
growth rate continues. If one year is relaxed, all children of age 6–7 years will admit in grade I by 2031 –
after the end of SDG period.

H. Students’ classroom attendance
Students’ attendance in classrooms is the second important measure of schooling after enrolment. Similar
to the previous Education Watch studies, to derive the attendance rate, head count was done in the
classrooms on the survey day and the figure was compared with the student registers. On average, in 2014,
nearly three-quarters of the registered students attended classes on the survey day. The attendance rate
was higher among the girls than the boys (76.4% vs. 72.4%). It was found to be much higher for students
of grade V than the other grades. There may be a link with the Primary Education Completion Examination
(PECE). Annex 6.16 shows that whereas 72–75% of the registered students of grades I–V attended classes
on the survey day it was 81.6% for students of grade V. The attendance rate was substantially higher among
girls than boys in every grade.
School type-wise analysis shows that the non-formal schools performed better with 89.4% of students’
attending followed by the kindergartens which counted an attendance rate of 83.3% (Annex 6.17). The
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students’ attendance rate was 72.4% in the government primary schools and 71.4% in the newly
nationalized primary schools. The ebtedayee madrasas were at the bottom in this regard with an attendance
rate of 65%. Girls were ahead of the boys in attending schools of every type.
Students’ classroom attendance also increased over time. It was about 60% during 1998-2000, which
increased to 67.7% in 2008 and 74.7% in 2014. Increase in attendance rate occurred in all four common
types of primary educational institutions, viz., government, newly nationalized, non-formal and ebtedayee
madrasa. The non-formal schools had the highest attendance rate and the ebtedayee madrasas had the
lowest in each survey year.
Information on classroom capacity
and schools ability to provide
seating space to the registered
students were presented in Chapter
3. Let us now connect it with
students’ attendance. It was seen
that the classrooms were less
capable to provide space to all the
registered students. This was not a
problem for the students because
their attendance was less than the
capacity of the classrooms. In 2014,
out of 44 registered students the schools were able to give space to 39.6 students but only 33.1 were
present in the classrooms (Annex 6.18). In other words, schools had the ability to give space to 89.2% of
the registered students but as the attendance rate was 75.2% all attendees had space in the classrooms.
This means that all students who attended in schools could be modestly accommodated. School type-wise
separate analysis also show similar situation in each of the school type. The above analyses done separately
for rural and urban schools are provided in Annex 6.19.
Table 6.15 provides trends in mean numbers of registered students, students who can seat with ease and
those who attended school as well as the percentages of these categories. It shows that these percentage
increased over time during 1998–2014. In each survey year, the students’ attendance rate was lower than
the percentage of students who could seat with ease, although both increased over time.
Attendance rate of the students of primary grades needs to be increased. One cannot expect that all
students attend in schools everyday because of many practical reasons like illness, household necessity,
etc. However, an expectation of 90% may not be treated as high if our intention is to achieve quality
education for all. Using the same model as mentioned in other cases it was projected that if the current
rate of progress continues, more 12.9 years would be required to have 90% attendance rate among primary
students. In other words, Bangladesh would have to wait till 2027 to reach 90% attendance rate at primary
level.
1. Summary findings
It is an important consideration for Education for All (EFA) as well as for assessing quality of any education
system. Various indicators were used to assess students’ enrolment in primary education. Students’
classroom attendance was also investigated.
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Access to primary education has increased over time. It was observed in terms of net enrolment rate
(NER), real net enrolment rate (RNER) and adjusted net enrolment ratio (ANER). NER is calculated as
the ratio of students of age 6-10 years enrolled in any grade in school against the 6-10 year old child
population. RNER refers to 6-10 year olds who are enrolled in primary grades against the child population
in that age group; while ANER is based on 6-10 year olds who are enrolled in the primary stage or beyond
against the child population in that age group.
There were improvements over time in all of the access indicators. NER increased from 77% in 1998 to
94.5% in 2013, RNER increased from 70.9% in 1998 to 78.3% in 2013, and ANER increased from 71.4%
in 1998 to 80.6% in 2013. The girls surpassed the boys in enrolment throughout the period (1998–2013).
The rates were higher for the rural children than those of urban areas in 1998 but an opposite scenario
was observed in recent years.
A wide variation in the distribution of primary students among various grades was a reality in earlier
years. For instance, in 1998, a third of the primary school students were enrolled in grade I which came
down to 13.7% in grade V. In 2013, on the other hand, the proportions of students in the first three
grades were 21–22% in each and 17–18% in each of the last two. The more balanced proportions are
an indication of less dropout in primary grades across the board, improvement in retention for higher
grades, and thus greater efficiency.
In 2013, children’s school enrolment was found to be significantly and positively associated with
children’s age, parental education and household food security status. At the same time, difference in
enrolment rate for various degrees of household food security and parental education decreased over
time. This appears to be related to absolute improvement across the board in economic situation of
households and the level of parental education as well as the efforts of schools to attract children to
school and hold on to them.
Although the entry age for primary education is six years by law; earlier, the parental tendency was to
enrol their children in the first grade of primary education at age 7–9 years. The situation has changed
over time. More parents are bringing their children to school at the right age. Only a fifth of the first
graders was of age six in 1998 which gradually increased to over a third (34.2%) in 2013. Six to seven
years old children comprised of 46% of the first graders in 1998, which increased to 65.4% in 2013.
Coefficient of variance in age among the first graders decreased from 25% in 1998 to 20.3% in 2013.
Still in 2013, a quarter of the first graders were eight years or older.
The increasing tendency of six years old children being enrolled in pre-primary education appears to be
a new phenomenon. In 1998, when pre-primary education was not common, less than 10% of six years
old children enrolled in such education; the rate gradually increased and reached 36.5% by 2013. By
this time, the government had instructed all primary schools to open pre-primary classes.
As a result of increased enrolment, the number of out-of-school children decreased in absolute number.
Of the children aged 6–10 years, 38.3 lakh were out-of-school in 1998 which is reported to have
decreased to 33.8 lakh in 2000, 22.4 lakh in 2005, about the same in 2008 and a decrease to about 9.9
lakh in 2013. Number of out-of-school children among aged 11-14 years also reduced over time – 33.3
lakh during 1998–2000 to 32.1 lakh in 2005, 26.1 lakh in 2008 and 18.2 lakh in 2013. Over 28 lakh
children of age 6–14 years were out-of-school in 2013.
Students’ classroom attendance rate increased over time – from 58.9% in 1998 to 67.7% in 2008 and
74.5% in 2014. This Improvement was observed in each type of primary institutions during 1998-2014,
viz., government (from 58.1% in 1998 to 72.4% in 2014), newly nationalized (52.1% to 71.2%), nonformal (80.7% to 89.4%) and ebtedayee madrasa (47.4% to 65%).
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P

romotion, dropout and repetition, survival of students at various grades, completion of students the
full cycle of primary education and coefficient of efficiency are the issues related to internal efficiency
of any primary education provision. Household survey gives a partial picture of dropout but nothing about
the other indicators. An ideal method of estimating a range of internal efficiency indicators is to follow a
cohort of students for five consecutive years. In absence of this, a reconstructed (synthetic) cohort analysis
was done to estimate the indicators related to internal efficiency of primary education. This method is
based on cross-sectional data from grade-wise school records on promotion, repetition and dropout and
is a recognised method of gauging internal efficiency of schools.

A. Promotion, dropout and repetition
Grade-wise information on number of students enrolled, promoted, dropped out and repeated during 2013
and the number of students enrolled in various grades in 2014 were collected from each of the educational
institutions under survey. This allowed school type and grade-wise calculation of promotion, dropout and
repetition rates for 2013-14.
On average, from 2013 to 2014, 92% of the students were promoted to the next grade in primary
educational institutions, 1.1% dropped out and 6.9% repeated grades (Table 7.1). These rates varied from
one grade to another. The promotion rate was much higher in grade V (97.6%) than any other grades due
to high pass rate in Primary Education Completion Examination (PECE). It was much lower in grades III and
IV (about 90%). The likely cause is that schools controlled the promotion rate at this stage in order to ensure
high pass rate in PECE. The repetition rates in these two grades were also much higher than other grades.
No particular trend was observed in the rates.
For instance, the promotion rates were around
92% for the students of the first two grades
which than dropped to about 90% for those in
grades III and IV and jumped up to 97.6% for
the students of grade V. Just an opposite
scenario was observed in the case of repetition
rates. The dropout rates were below 2% in each
of primary grades.
Over the period of the past 16 years, the
promotion rate increased and the dropout and
repetition rate decreased (Table 7.2). Not much
variation was observed in these
rates between 1998 and 2000. A
negative change occurred in 2008
but a positive change observed in
2014. The promotion rate was
about 87% in 1998 and 2000 which
dropped to 77.6% in 2008 and
increased to 92% in 2014. From
about 5% in 2000, the dropout rate
increased to 11.5% in 2008 and
dropped to only 1.2% in 2014. The
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repetition rate was about 8% in 1998
and 2000 which increased to 10.9% in
2008 and then came down to 6.8% in
2014. Figure 7.1 presents trends in
promotion rate (consolidating all
grades) at primary level for the period
1998–2014.
School type-wise analysis shows that
the promotion rates were much higher
in the kindergartens and the nonformal schools (98–99%), followed by
the government primary schools (92%)
and the newly nationalized primary
schools and ebtedayee madrasas
(about 90%) (Table 7.3). Compared to
others, a much higher dropout rate
was observed in the ebtedayee
madrasas and repetition rates in the
government and newly nationalized
primary schools and the ebtedayee
madrasas. Annex 7.1 provides similar
analysis for the four survey years
during 1998–2014 separately for four
types of schools which were common
in each school survey.

B. Retention and cycle completion
Retention of students in various grades, survival up to grade V and completion of the full cycle of primary
education are three important indicators for assessing internal efficiency of a primary education system.
School level grade-wise data on number of students registered in 2013 and 2014, and numbers of students
promoted to the next grade, who remained in the same class and who dropped out during the year in 2013
were collected and analysed. A reconstructed cohort method was used. In this
method, a hypothetical cohort of 1,000
students entering in grade I is reconstructed
and assumed that they would experience
the current promotion, repetition and
dropout rates for the next five years. This
allows calculation of estimates of retention
rates at various grades, survival up to grade
V and completion of the primary level. Data
were analysed by using UNESCO-PROAP
software called Edu-Analysis (UNESCO
2001). Reliability of the estimates largely
depends on authenticity of school records.
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Overall, among the students who enrolled in grade I, 97.7% survived up to grade II, 93.3% up to grade III,
87.3% up to grade IV and 86.6% up to grade V (Figure 7.2). Thus, the proportion of students who survived
up to the end grade of primary education was 86.6%. The full cycle of primary education was completed
by 79.2% of the students. The figure also shows that more dropout of students occurred between grades
II to III (6.6%) and at grade V (7.6%).
Gender-wise analysis shows that the retention rate was higher for boys than girls in grades II and III but an
opposite direction was observed afterwards (Table 7.4). Higher dropout of girls occurred between grades
II and III and at grade V. This was so after grade III for the boys. Ultimately, 81.3% of the boys and 90.5% of
the girls survived up to grade V and the primary cycle completion rate was 72.4% among the boys and
85.9% among the girls.
Residence-wise analysis shows that the
retention rate was higher for the rural
students than those of urban areas in
grades II and III (Table 7.4). It was
slightly higher for the urban students at
grade IV. Overall, 86.9% of the rural and
86.3% of the urban students survived
up to grade V – the last grade of
primary education. The primary cycle
completion rate was found to be 79.7%
for the rural students and 77.1% for the
urban students.
A large difference was
observed in the gradewise retention rates of the
students of various types
of schools (Table 7.5). The
government primary and
the non-formal primary
schools showed mostly a
similar performance in
this regard. These two
types were ahead of
others in retention,
survival and completion
rates. In both, 88.4% of the students survived up to grade V; and rate was over 86%. The completion rate
was 86.8% among the students of non-formal primary schools and 86.4% among those of the government
primary schools. Performance of these two types of schools was much ahead of the combined performance
of five types of schools.
Grade-wise survival and completion rates were found to be low among the students of other three types
of schools (Table 7.5). Among them, the newly nationalized primary schools were ahead followed by the
kindergartens and the ebtedayee madrasas. Highest dropout of students occurred from grade IV to V in
these institutions – 19% in the newly nationalized primary schools, 17.5% in the kindergartens and 14.7%

95

96

Educaon Watch 2015

in the ebtedayee madrasas.
Furthermore,
in
the
newly
nationalized schools, 8.1% of the
students dropped from grade I to II
and 7% during grade V. Proportion of
students reduced at every higher
levels in the kindergartens and the
ebtedayee madrasas. Overall, the
survival rate at grade V and the cycle
completion rate were 70.3% and
63.3%, respectively in the newly
nationalized primary schools, 60.2%
and 51.7%, respectively in the
kindergartens, and 46.1% and 36.8%,
respectively in the ebtedayee madrasas. Survival and completion rates for each type of school by residence
is provided in Annex 7.2.
Trends in survival and completion rates in various survey years are provided in Figure 7.3. It shows that
both the rates increased from 1998 to 2000 but declined in 2008; the highest rates in both the indicators
were found in 2014. A similar trend was observed when data were separately analysed for boys and girls
and for rural and urban schools (Annex 7.3).
Cycle dropout rate is the reverse of the cycle completion rate. On average, the cycle dropout rate was found
to be 20.8% in 2014. It was 27.6% among the boys and 14.1% among the girls. The dropout rate was 20.3%
among the students of rural areas and 22.9% among those of urban areas. School type-wise analysis shows
that the cycle dropout rate was highest among the students of ebtedayee madrasas (63.2%) followed
respectively by those of the kindergartens (48.3%) and the newly nationalized primary schools (36.7%). It
was the lowest among the students of the non-formal primary schools (13.2%). A slightly higher rate was
observed among the students of the government primary schools (13.7%).

C. Coefficient of efficiency
Coefficient of efficiency is a composite measure for internal efficiency of an education institution. For
primary education, it is a ratio of expected pupils years required to complete the full cycle of primary
education by the graduates and total years actually spent to produce those graduates expressed in
percentage term. The ideal number of this coefficient is 100. This number can be achieved if there is no
repetition or dropout during the cycle and all students get promotion smoothly every year. In other words,
the students who enrol in grade I, all of them complete the full cycle of primary education in due course
after five years.
Before going to the discussion on coefficient of efficiency, let’s take a look at pupil years invested per graduate
which is the basis for this section’s analysis. In 2014, on average, 6.7 pupil years were invested to produce a
graduate; 7.2 years for the boys and 6.3 years for the girls. It was 6.7 years for the rural students and 6.9 years
for the urban students. School type-wise variation was also observed in this. Non-formal primary schools, on
average, took 5.6 years to produce a graduate and the government primary school took 6.5 years. The
ebtedayee madrasas took the highest duration to produce a graduate (10.4 years) followed by the
kindergartens (8.2 years) and the newly nationalized primary schools (7.5 years) (Annex 7.5).
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On the whole, the coefficient of efficiency
was found 74.3% compared to the ideal
number of 100 for the primary education
provisions in the country (Figure 7.4). The
coefficient was higher among the girls
than the boys (79.3% vs. 69%). Overall, the
rural schools were more efficient than the
urban schools; the coefficients were
74.8% and 72.1%, respectively.
Similar to other indicators, the coefficient
of efficiency varied by school type (Figure
7.5). It was highest for the non-formal
primary schools and lowest for the
ebtedayee madrasas. The coefficients
were 89.1% and 48.1%, respectively for
these two types of schools. A huge gap
between these two types was observed –
41 percentage points. The coefficient of
efficiency was 77.1% for the government
primary schools, 66.6% for the newly
nationalized primary schools and 61% for
the kindergartens.
Urban-rural gap was observed in the
coefficient of efficiency in each type of
school (Annex 7.5). The rural government
primary schools were more efficient than
those located in urban areas (78.2% vs.
72.5%). On the other hand, a reverse
result was observed in the case of newly
nationalized primary schools and the
kindergartens. The urban schools of both
types were more efficient than their
respective rural counterparts. The
coefficient was mostly equal for rural and
urban non-formal primary schools.
Of the four survey years, the coefficient of
efficiency of primary education was found
mostly equal in three, viz., the first two
and the last one (Figure 7.6). The
coefficient was 75.5% in 1998, 76.3% in
2000 and 74.3% in 2014. A drop in the
coefficient of efficiency was observed in
2008, for reasons not quite clear from this
investigation.
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D. Summary findings
Internal efficiency of primary education system, an output indicator, was explored through creating a
synthetic cohort of student. The estimates included promotion, dropout and repetition rates, survival up
to grade V, completion of primary education, and coefficient of efficiency.
Consolidating the five grades together, the promotion rate was 86.5% in 1998 which increased to 87%
in 2000 and then decreased to 77.6% in 2008 and again increased to 92% in 2014. The promotion rate
was higher among the girls than the boys but not much variation was observed between rural and urban
schools.
During 2013-14, among those who enrolled in grade I, 86.8% survived up to grade V and 79.2%
graduated (completed primary education). This latter figure means that 20% children drop out before
completing the primary cycle. The completion rate was 72.4% for boys and 85.6% for girls; and 79.7%
for rural and 77.1% for urban students. This varied widely for different types of schools – 86.3% for
government schools, 86.8% for non-formal schools, 63.3% for newly nationalized schools, 51.7% for
kindergartens and 36.8% for ebtedayee madrasas.
The coefficient of efficiency of primary education was 74.3% in 2013-14. It was 69% for boys and 79.3%
for girls; and 74.8% for rural and 72.1% for urban students. School type-wise, it was 89.1% for nonformal schools, 77.1% for government schools, 66.6% for newly nationalized schools, 61% for
kindergartens and 48.1% for ebtedayee madrasas.
The rural government primary schools were more efficient than those in urban areas. An opposite
scenario was observed in newly nationalized primary schools and in kindergartens. A higher and equal
level of efficiency was noticed in the non-formal schools of both rural and urban areas.
Of the four survey years, the coefficient of efficiency of primary education was found similar in three of
the years, viz., the first two and the last one. The coefficient was 75.5% in 1998, 76.3% in 2000 and
74.3% in 2014. A drop in the coefficient of efficiency was observed in 2008, the reason for which is not
entirely clear.
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earning achievement of the students is presented in this chapter. This is one of the immediate outputs
from education system in the quality assessment framework. Education Watch developed a test
instrument which was administered twice in 2000 and 2008. The instrument, administered on grade V
students, measures 27 competencies through 64 items. Along with thorough analysis of the test data of
2014, this chapter presents trends in learning achievement over the past 14 years. Nature of the question
items against each of the competencies and the minimum level of skills needed to qualify for each of them
are provided in Annexes 8.1 to 8.6. More details on the test is available in Chapter 2.

A. Average achievement
In 2014, number of competencies achieved by each student varied from 4–27 with a mean 20.1 and median
21. Only 2% of the students achieved less than 10 competencies, 28.7% of them achieved 10–18
competencies and 69.3% achieved 19 or more competencies. Analysis of quartiles shows that a quarter of
the students achieved 18 or less number of competencies, another quarter achieved 19–21 competencies,
the third quarter achieved 22–23 competencies and the fourth quarter achieved 24 or more competencies.
Quintile distribution of the number of competencies achieved shows that the first quintile (20%) of the
students achieved 17 or less number of competencies, the second quintile of them achieved 18–20
competencies, the third quintile of them achieved 21–22 competencies, the fourth quintile of them
achieved 23–24 competencies and the fifth quintile of them achieved 25 or more competencies. Annexes
8.7 and 8.8 presents distribution of students by number of competencies achieved, school type, residence
and gender.
Only 1.6% of the students achieved all 27 competencies under test. This was 1.4% among the boys and
1.9% among the girls, and 1.1% among the rural students and 4.2% among the urban students. School
type-wise analysis shows that 1.6% of the government school students, 0.3% of the newly nationalized
school students and 5.9% of the kindergarten students achieved all 27 competencies. Such a performance
was not done by any of the students of non-formal primary schools or the ebtedayee madrasas.
Of the 27 competencies under test, the assessed students, on average, achieved 20.1 competencies in 2014
(Table 8.1). In other words, the students achieved 74.4% of the competencies under assessment. The
achievement of the girls was significantly higher than the boys (19.9 vs. 20.3; p<0.001). Also, the students
of urban schools significantly surpassed their rural counterparts (21.6 vs. 19.8; p<0.001). The rural students
achieved 73.3% of the competencies and the urban students 80%. Gender-wise separate analyses for the
students of rural and urban schools show that, although no gender difference was observed in urban
schools, the girls of rural schools significantly surpassed the boys (Table 8.1).
Statistically significant variation by
school type was observed in the
students’
achievement
of
competencies (p<0.001). Of the five
types of educational institutions
brought under assessment in 2014,
the highest performance was found
among the students of the
kindergartens and the lowest among
those of the ebtedayee madrasas
(Figure 8.1). The average number of
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competencies achievement of the students
of these institutions was 23.4 and 17.2,
respectively.
Among
others,
the
government primary school students
achieved 20.4 competencies, the nonformal primary school students 19.9 and
the newly nationalized primary school
students 18.3. The kindergarten students
achieved 86.7% of the 27 competencies,
the government primary school students
achieved 75.6%, the non-formal primary
school students achieved 73.7%, the newly
nationalized primary school students achieved 67.8% and the ebtedayee madrasa students achieved 63.7%
of the competencies under test.
Statistically significant gender difference in achievement of competencies was found in two types of schools,
viz., the government primary schools and the kindergartens (Annex 8.9). In both, the girls surpassed the
boys. Residence-wise variation was observed in three types of schools, viz., government, newly nationalized,
and non-formal primary schools (Annex 8.10). The urban students outperformed the rural students in the
first two types of schools but an opposite direction was observed in the third type.
Figure 8.2 shows that average achievement
of competencies significantly increased over
time – from 16.1 in 2000 to 18.7 in 2008 and
20.1 in 2014 (p<0.001). The rate of increase
was about a third of a competency per year
or one competency by three years. In other
words, students achieved 59.6% of 27
competencies in 1998, which increased to
69.3% in 2008 and 74.4% in 2014. Increase
was recorded one percentage point per year.
Table 8.2 presents mean, median, standard
deviation and coefficient of variation of the
number of competencies achieved by the
students in each of the test years. It shows
steady increase in the mean number of
competencies achieved as well as the
median and gradual decrease of standard
deviation. As a result, coefficient of
variation also decreased over time. This
indicates a decreasing trend in student to
student variation in learning achievement
which is a sign of gradual homogeneity in
students’ performance.
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Of the three test years, the boys significantly outperformed the girls in the first two and an opposite scenario
was observed in the third (Table 8.3). Both boys and girls improved almost equally during 2000–2008 but
improvement of the girls was more pronounced than the boys during 2008–2014. The boys achieved 2.6
more competencies in 2008 than 2000 and the girls achieved 2.7 more competencies over the same period.
On the other hand, from 2008 to 2014, the boys achieved 0.5 additional competencies compared to the
girls who achieved 3.4 additional competencies. Overall, improvement of the girls was almost double of
the boys. The boys gained 3.1 more competencies over 14 years and the girls gained 6.1 more
competencies.
The urban students significantly
outperformed their rural counterparts in
all three test years (Table 8.3). The
difference between the areas was 3.8
competencies in 2000 which reduced to
1.7 in 2008 and 1.8 in 2014. Over the
period of 14 years, the rural students
achieved 4.5 additional competencies and
the urban students achieved 2.5
additional competencies. Overall, the
improvement over the 14 years was the
most among the rural girls (5.3
competencies) followed by rural boys (3.6
competencies),
urban
girls
(2.8
competencies) and urban boys (2.2
competencies).
Let us now take a look at the performance
of the three types of schools which were
common in all three test years. The types
included: government primary schools,
newly nationalized primary schools and
the non-formal primary schools. Over 14
years, the government primary schools on
average achieved 4.3 more competencies,
the newly nationalized schools 3.1
competencies and the non-formal schools
gained 2.7 competencies (Figure 8.3).
Statistically significant improvement was
observed in each of the three types of
schools during 2000–2008. However, the
improvement was statistically significant
only for the government schools during 2008–2014 but no difference in other two types of school. During
this period (2008–2014), performance of the ebtedayee madrasa students also improved significantly; they
gained two more competencies (Annex 8.11). Change in competencies achieved by the students of
kindergartens could not be detected because they were brought under test in 2014 only.
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Residence and gender-wise analyses are provided in Annexes 8.12 and 8.13. Residence-wise analysis shows
that the highest gain over the 14 years was recorded for the rural government schools followed by the
newly nationalized rural primary schools. The improvement was 4.7 and 4.1 competencies, respectively.
Gender-wise analysis shows that the improvement was highest among the girls of the government primary
schools (5.7 competencies) followed by the boys of the similar institutions (4 competencies).

B. Subject-wise achievement
Mean is not a good statistic to compare the students learning achievement in different subjects because
number of competencies varied from one subject to another. A better way of comparison is to transform
their mean achievement into percentage form. Subject-wise analysis shows that the fifth graders of 2014,
on average, did best in Primary Science (83.3%) followed by Bangladesh & Global studies (78.7%), Bangla
(73.7%), Mathematics (69.2%) and English (62%) (Table 8.4 and Annex 8.14). Difference between the highest
and lowest performing subjects was 21.3
percentage points. No change in the
chronology of the subjects in terms of
students’ performance was observed
when data were analysed by gender or
residence. Difference between the
highest and the lowest performing
subjects was 21 percentage points or
more for each of the four groups of
students. Although the girls performed
better than the boys in Bangla, English,
Bangladesh & Global Studies, and
Primary Science; the boys performed
better than the girls in Mathematics.
Otherwise, the students of urban schools
outperformed their rural counterparts in
each of the five subjects. For more
analysis on this see Annex 8.15.
Similar to the aggregate level, the
students’ of each of the five types of
schools showed their best performance
in Primary Science and worst in English
(Annex 8.16). Again, the students of the
kindergartens did best and the students
of the ebtedayee madrasas did worst in
each of the subjects. Kindergarten
students achieved 87–91% of the
competencies in Primary Science,
Bangladesh
&
Global
Studies,
Mathematics and Bangla, and 71% of the
competencies in English. Otherwise,
ebtedayee
madrasa
students’
performances in various subjects varied

Educaon Watch 2015

from 52–77%. Chronology of the schools in terms the performance of their students was found similar in
each of the subjects which also coincides with the school type-wise chronology at the aggregate level.
Figure 8.4 shows that the fifth graders performance increased over time in each of the subjects under the
test. Performance in Mathematics increased the most– from 48% in 2000 to 69.2% in 2014; an increase of
21.2 percentage points. This was followed by English and Bangladesh & Global studies – increase was similar
in both; over 15 percentage points. Least increase was recorded in Bangla – only seven percentage points
(from 66.7% in 2000 to 73.7% in 2014. Chronology of the subjects in terms of students’ performance was
similar in 2008 and 2014. Students showed better in Bangla than Bangladesh & Global Studies in 2000
which later interchanged. However, position of other subjects was similar in each of the test years.

C. Performance by taxonomic class level
Of the 64 items under test, 45 fall under ‘knowledge’ domain and 19 under ‘understanding’ domain
(comprehension 6, application 7, analysis 3 and synthesis 3). An attempt was made to analyse the students’
performance according to the above two broad classification. In 2014, of the 45 items of ‘knowledge’ level
the students on average provided correct answers to 30.2 items and out of 19 ‘understanding’ level items
they were successful in nine items (Annex 8.17). Both the figures increased over time meaning that learning
achievement of the fifth graders in Bangladesh gradually increased in both ‘knowledge’ and ‘understanding’
domain. This can better be communicated if the means are transformed into percentage form, i.e.,
percentage of knowledge/understanding level items correctly answered by the students. Figure 8.5 provides
the increasing trends in both domains in percentage form.
It should be noted that in all three test
years, the fifth graders performed better in
the items falling in the ‘knowledge’ domain
than those falling in ‘understanding’
domain. Again, the gap between them has
increased over time – 13.3 percentage
points in 2000 to 18.5 percentage points in
2008 and 20.1 percentage points in 2014.
This means that students’ progress in the
‘knowledge’ domain items were faster than
that in the ‘understanding’ domain. Over 14
years, performance of students’ increased
16.4 percentage points in ‘knowledge’
domain items and 9.7 percentage points in
‘understanding’ domain items.
The girls surpassed the boys in both the domains not only in 2014; they also progressed more than the
boys in both domains (Annex 8.18). For instance, in 2014, the girls achieved 67.8% of ‘knowledge’ level
and 47.4% of ‘understanding’ level items. These figures were respectively 66.4% and 46.8% for the boys.
Whereas, the girls improved 14 percentage points in the items of ‘knowledge’ domain and 7.9 percentage
points in the items of ‘understanding’ domain over the period; the boys’ progress was respectively 10.2
and 5.2 percentage points.
Although the urban students showed better performance than the rural students in both domains in each
of the test years, the progress over time was higher among the rural students than their urban counterparts
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(Annex 8.19). The rural school students’ performance increased 18.2 percentage points in ‘knowledge’ level
items and 10 percentage points in ‘understanding’ level items. These figures were respectively 10.3 and
9.5 percentage points for the urban students.
School type-wise analysis shows that the students of each of the five types of schools did better in the
items falling under ‘knowledge’ domain than those falling under ‘understanding’ domain in 2014 (Figure
8.6). In both the domains, the kindergartens did the best followed by the government schools, non-formal
schools, newly nationalized schools and the ebtedayee madrasas, respectively. Performance gap between
the two domains was much higher in
three types of schools, viz., ebtedayee
madrasa, newly nationalized primary
schools and the non-formal primary
schools (22–23 percentage points).
This gap was slightly lower in the case
of government primary schools (19.8
percentage points) and much lower in
kindergartens (13.6 percentage
points).
Of the three common school types,
highest progress was recorded in the
government primary schools – 17.6
percentage points in ‘knowledge’
domain and 11.6 percentage points in ‘understanding’ domain (Annex 8.20). Progress was respectively
15.3 and 4.7 percentage points for newly nationalized primary schools. Least progress was noticed in the
non-formal primary schools. Progress of this school type was 4.4 percentage points in ‘knowledge’ domain
and ‘nil’ in ‘understanding’ domain.

D. Classification of competencies
Percentage of students achieving each of the 27 competencies and their breakdown by gender, residence
and school type are provided in Annexes 8.21 and 8.22. More than 90% of the students achieved six
competencies and more than 80% of the students achieved 17 competencies. Otherwise, one competency
was achieved by less than 10% of the students. Statistically significant gender difference was observed in
12 competencies. The girls surpassed the boys in nine of them and the boys did better than girls in the
rest. Surprisingly, each of these three are on Mathematics. Urban-rural difference was statistically significant
in 25 competencies. The urban students surpassed their rural counterparts in each of them. Statistically
significant variation by school type was also observed in each of the 27 competencies under test.
Let us now categorize the competencies according to the performance of the students. The categories are:
very difficult, difficult, easy and very easy. Following are the definitions.
Very difficult: If less than 40% of the students attained a particular competency (the level of
achievement is ‘poor’)
Difficult: If 40–59.9% of the students attained a particular competency (the level of achievement
is ‘moderate’)
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Easy: If 60–79.9% of the
students attained a
particular competency
(the level of achievement
is ‘satisfactory’)
Very easy: If 80% or more
of the students attained a
particular competency
(the level of achievement
is ‘excellent’)
Table 8.5 provides frequency
distribution of the competencies
according
to
the
above
classification.
Overall,
the
students showed ‘excellent’
performance in 17 competencies,
‘satisfactory’ in three, ‘moderate’
in five and ‘poor’ in two. List of
the competencies according to
this classification is provided in
Table 8.6. The boys showed
‘excellent’ performance in 15
competencies and the girls in 17
(Table 8.5). The rural students did
so in 16 competencies and the
urban students in 18. Students of
all four groups showed ‘poor’
performance in ‘writing in
English’. In addition, the boys and
rural students did poorly in the
competency on Religion & Moral
Education.
School type-wise distribution of
competencies shows that the
students of kindergartens did
‘excellent’ in 21 competencies,
government and non-formal
schools did so in 17 each, newly
nationalized primary schools in 12
and the ebtedayee madrasas in
nine (Table 8.7). Adding the
‘satisfactory’ level with this, it was
observed that kindergarten
students showed ‘satisfactory’ or
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‘excellent’ performance in 26 of the
27
competencies.
Such
a
performance was found in no other
type of school. Students of each
type of school did poorly in ‘writing
in English’. Poor performance was
also found in the competency on
Religion & Moral Education in four
types of school except kindergarten.
The other two competencies in
which the newly nationalized
primary schools and the ebtedayee
madrasas showed ‘poor’ performance are
‘writing in Bangla’ and ‘word problem solving in
mathematics’. These two types of school did
poorly in four competencies each. Nine
competencies were identified in which the
students of all five types of schools showed
‘excellent’ performance. Box 8.1 provides the list
of ‘excellent’ performing competencies.

Box 8.1
Competencies in which the students of all ﬁve types of
schools showed ‘excellent’ performance in 2014
1.
2.
3.
4.
5.
6.
7.
8.
9.

Listening skills in Bangla
Listening skills in English
Basic number skills
Knowing the dues as member of society
Manners with persons of various relaonships
Knowing the importance of good health
Knowing about environment and health systems
Informaon collecon ability
Observaon skills on natural objects

In 2000, students showed excellent
performance only in three competencies which
increased to 12 in 2008 and 17 in 2014 (Table
8.8). Adding the ‘satisfactory’ level Source: Educaon Watch Competencies Achievement Test, 2014
competencies with these it can be said that in
2000, the students had ‘satisfactory’ or
‘excellent’ performance in 15 competencies
which increased to 19 in 2008 and 20 in 2014.
On the other hand, number of ‘poor’
performing competencies reduced from three
in 2000 and 2008 to two in 2014. Students
performed poorly in two competencies in all
three test years. These are: writing in English
and life sketch of Prophet Mohammad (SM) or
the preachers of own religion. Students’ also did
poorly in ‘word problem solving in mathematics’ in the first two test years but they showed ‘moderate’
performance in this competency in 2014. This means that these three competencies were relatively harder.

E. Socio-economic correlates of achievement of competencies
We present below students’ achievement of competencies cross-tabulated by their socio-economic
characteristics. The characteristics include parental education, household food security status, religion, and
electricity availability at home.
In 2014, mean number of competencies achieved by the students’ significantly increased with the increase
of their parental education. For instance, students’ on average achieved 19.2 competencies if their mothers
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had no schooling, they achieved 19.4 competencies if the mothers had 1–4 years of schooling, 20.1
competencies if mothers had 5–9 years of schooling and 22.5 competencies if the mothers had 10 years
or more schooling (p<0.001) (Annex 8.23). For similar levels of fathers education these figures were 19.2,
19, 20.2 and 23.1, respectively (p<0.001) (Annex 8.24).
Household food security status was also positively linked to the mean number of competencies achieved.
Students from always in deficit households on average achieved 19 competencies, sometimes in deficit
households achieved 19.6 competencies, breakeven households achieved 20 competencies and surplus
households achieved 20.8 competencies (p<0.001) (Annex 8.25). Students achieved more competencies if
they had electricity available at home than those had no such facility. Mean number of competencies
achieved by the students’ of these two groups of students were 20.1 and 17.9 respectively (p<0.001) (Annex
8.26). Students’ of both Muslim and non-Muslim households achieved equally (Annex 8.27).
Gender and residence-wise analyses were performed in all the above cases. For each, the results were similar
to the aggregated level. Greater urban-rural difference than gender-wise difference was also noticed here.

F. Summary findings
Students of grade V were assessed through a competency-based learning achievement test developed by
the Education Watch Group. This is an important output indicator, also may be described as learning
outcome or student outcome, for assessing quality of education. Taxonomic domains and subject-wise
analyses were also done.
In 2014, of the 27 competencies selected for testing from the grade V terminal competencies indicated
in the primary curriculum, the fifth graders, on average, achieved 20.1 of the competencies in 2014.
This number was 23.4 for the students of kindergartens, 20.4 for those of the government schools,
19.9 for those of the non-formal schools, 18.3 for those of the newly nationalized schools and 17.2 in
the ebtedayee madrasas. Girls surpassed the boys and urban students did better than rural students.
The mean number of competencies achieved by the students increased over time – from 16.1
competencies in 2000 to 18.7 in 2008 and 20.1 in 2014. The boys outperformed the girls in the first
two tests but an opposite result was observed in the latest test. On the other hand, the urban students
outperformed their rural counterparts in all three tests. A sharp increase in test results was noticed
among the students of government primary schools during the three surveys. The students of newly
nationalized and non-formal schools did significantly better from 2000 to 2008, but showed no
significant difference between 2008 and 2014.
On average, the students achieved 74.5% of the competencies in the 2014 test. It was 83.3% in Primary
Science, 78.7% in Bangladesh & Global Studies, 73.7% in Bangla, 69.2% in Mathematics and 62% in
English. Students’ performance increased in all five subjects over time. The highest increase was
recorded in Mathematics (21.2 percentage points) followed by English and Bangladesh & Global Studies
(over 15 percentage points in each). The least increase was recorded in Bangla (7 percentage points).
Although the students’ performance increased in both ‘knowledge’ and ‘understanding’ domains, the
rate of increase was faster in the ‘knowledge’ domain than in the ‘understanding’ domain. Students’
performed much better in ‘knowledge’ domain than in ‘understanding’ domain in all three tests.
Strong positive correlation between students’ performance and their socioeconomic background was
observed in each of the tests. As expected, students’ performance improved with the increase of
parental schooling and household food security status.
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ducation impacts on human life in many different ways. Such impacts happen not only on the individual,
but also on society at large. Some individual impacts are immediate; for instance, achievement of
competencies at the end of primary education. The share of literate persons in a society and the mean
length of schooling of population are examples of direct impact of schooling on society. Previous chapters
showed improvement of primary education in the country; some immediate results like completion of
primary education and learning achievement of young people were described. This chapter looks at the
education and literacy status of the population at large, which is a major outcome of primary education,
as well as the trends in this respect.

A. Schooling of the population
It is obvious that initiatives for school enrolment of children and their completion of primary or further
education would improve the educational status of the population. To understand trends in education of
the population four indicators were considered: percentage of ever schooled population; and percentages
of population completing primary, junior secondary and secondary education. The following are the
definitions:
Ever schooled population: Percentage of population having at least one year of schooling of any
form among those aged six years or more.
Primary education completer: Percentage of population completing the full cycle of primary
education (five years) in any recognized institution among those aged 11 years or more.
Junior secondary education completer: Percentage of population completing the full cycle of primary
education as well as the first three grades of secondary education (total 8 years) in any recognized
institution among those aged 14 years or more.
Secondary education completer: Percentage of population completing the full cycle of primary and
secondary education (total 10 years) in any recognized institution among those aged 16 years or more.
In 2013, 72.1% of the population aged six
years or more had at least one year of
schooling (Table 9.1). The females
surpassed the males (73.8% vs. 70.8%;
p<0.001) and the urban population was
ahead of the rural population (81.5% vs.
70%; p<0.001). Among the population
aged 11 years or above, 54.9%
completed the full course of primary
education and the males surpassed the
females (56.3% vs. 53.6%; p<0.001). So
did the urban population in completing
primary education (71.2% vs. 51.3%;
p<0.001) (Table 9.3). The higher
educational attainment of the 6+
population and their female edge are
clearly the results of massive primary
education expansion.
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Percentage of population completing junior secondary education (among aged 14 years or more) and
percentage of population completing secondary education (among aged 16 years or more) were 34.5 and
18.7% respectively (Table 9.1). Males were significantly ahead of the females in both and the urban
population surpassed their rural counterparts.
The gender gap as well as the urban-rural gap increased with the indicators considering higher level of
education. Again, the gender gap was much less than the urban-rural gap in each of the indicators. Gender
gap was 3.4 percentage points in the case of ever schooled population which increased to 7.9 percentage
points for secondary school completers. Urban-rural gap was 11.5 percentage points for ever schooled
population which was about 20% or more for other three indicators.
Percentage of population ever schooled, and those who completed primary, junior secondary and secondary
education increased in Bangladesh over the past 15 years (Figure 9.1). Among the population aged six years
or above, 53.8% completed at least one year of schooling in 1998 which reached 72.1% in 2013 – an increase
of 18.3 percentage points. Among the
population aged 11 years or above,
37.6% completed the full course of
primary education in 1998 which
increased to 54.9% in 2013 – an
improvement of 17.3 percentage points
over 15 years. Percentage of population
aged 14 years or above completing
junior secondary education and
population aged 16 years or above
completing secondary education were
21.3% and 12.1%, respectively in 1998.
Both the figures increased over time
and reached 34.5% and 18.7%,
respectively in 2013. Improvement
occurred 13.2 percentage points for the
former and 6.6 percentage points for
the later indicator.
Progress over time occurred much
faster in the first two of the four
indicators. On average, rate of increase
was more than one percentage points
in both. It was less than one
percentage point in the case of the
third indicator and much less (0.44
percentage points) in the case of the
fourth indicator. Improvement, in the
first three indicators, was much higher
during 1998–2005 than during 2008–
2013. However, an opposite result was
observed in the case of the fourth
indicator.
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Trend analysis of the above type
was performed separately for
males and females and for rural
and urban population (Tables 9.2
to 9.5). The findings are
summarized below.
In
each
indicator,
improvement has occurred
more among the females
than
males.
Again,
improvement for the rural
population was more than
that
for
the
urban
population.
Statistically
significant
gender difference persisted
in all four indicators
throughout the period
(1998–2013). Males were
ahead of the females in
each of the cases.
Urban population significantly surpassed their rural
counter parts through out
the period (1998–2013) in
all four indicators.
Educational qualification of the
adult population (aged 15 years
or above) was analysed
separately and presented in
Table 9.6. In 1998, about half of
the adult population in
Bangladesh had not a single year
of schooling but this came down
to about a third in 2013. This
means that over two-thirds of
the adults had at least one year
of schooling in 2013. Rate of
adults completing primary
education also increased from
37.8% in 1998 to 54.4% in 2013.
Similar trends were also seen in
terms of percentage of adults
completing junior secondary,
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secondary or higher secondary education. However, the rate of increase deteriorated with the increase of
the level of education. In 2013, 34.6% of the adults had at least eight years of schooling, 18.3% completed
secondary and 8.7% completed higher secondary education. Proportion of adults with a Bachelor degree
was 3.5%. Only 1% of the adults had Master, MPhil or a PhD degree.

B. The literacy situation
Self-reported literacy status of population was collected in four household surveys except in 1998. It is a
customary method of assessing literacy where household heads report literacy status of all members of
households following a prescribed definition. This method is followed in most household-based surveys and
national censuses conducted by the Bangladesh Bureau of Statistics (BBS). The same definition was followed
in the Education Watch Household Surveys. The definition is ability of reading and writing a communication
letter. If someone is reported as ‘able to do so’ s/he is considered as literate; otherwise not.
Literacy rates were estimated for the population of three groups based on their age. General trend is to do
it for two groups, viz., all population (aged 7 years or above) and adult population (aged 15 years or above).
Post-primary aged population (11 years or above) was considered as the third group.
Literacy rate for all population (7 years or above) was found to be 52.7% in 2013. It was 57% for the
population aged 11 years or above and 55% for the adult population (15 years or above). Statistically
significant gender difference favouring the males was observed in each of them (Table 9.7). Gender
difference increased with the increase of age limit.
For instance, it was 3.4 percentage points for aged
seven years and above, 4.3 percentage points for
aged 11 years and above and 6.4 percentage points
for adult population.
Statistically significant urban-rural difference was also
observed in each of the three literacy estimates
(Table 9.8). These differences were much higher than
the differences found in terms of gender. The urban

6

Educaon Watch 2015

population surpassed their rural counterparts in each
of the three indicators. The gap was 18.8 percentage
points for the population aged seven years and
above, 18 percentage points for the population 11
years and above and 20.4 percentage points for the
adult population.
Trends in age-specific literacy rates are provided in
Annex 9.1. In each survey year, starting from a very
low rate it increased up to a certain level and then
decreased gradually. The rate was highest among
aged 15–19 years followed by age
group 20–24 years and 25–29 years,
respectively. Over the period of 13
years (2000–2013), the literacy rate
increased among the population of
each age group.
Literacy rates of each age-group of
population gone up over the period
of 13 years (Figure 9.2). Among the
population aged 7 years and above,
the literacy rate was 37% in 2000
which increased to 52.7% in 2013.
The rate increased from 42% in 2000
to 57.2% in 2013 for the population
aged 11 years and above and from
41.6% in 2000 to 55% in 2013 for the
adult population. Overall increase
was 15.7 percentage points for the
population aged 7 years and above,
15.2 percentage points for those aged
11 years and above and 13.4
percentage points for those aged 15
years and above.
The gender gap in literacy has come
down over time. For instance, among
aged 7 years and above the males
were 7.3 percentage points ahead of
the females in 2000, which reduced
to 7.2 percentage points in 2005, 3.9
percentage points in 2008 and 3.4
percentage points in 2013 (Table 9.9).
This was because of faster increase of
female literacy rate than that of
males. Increase in literacy rate was
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recorded 17.7 percentage points for the females and 13.9 percentage points for the males. Similar trend
was observed for the other two age-groups of population too; however the table shows for the adults only.
Females are still lagging behind the males.
Literacy rate was much higher among urban population than their rural counterparts in every survey year
(Table 9.10). The urban-rural gap in literacy was much prominent than the gender gap throughout the
period. In most cases the gap was 20 percentage points or more. The gap reduced over time but very slowly.
Progress over time was higher in rural areas than in urban areas. For instance, the literacy rate increased
by 15.1 percentage points for the rural population of age seven years and above but the increase was 11.7
percentage points for the urban population of the same age group. Similarly, the rate increased by 13.8
percentage points among the adults of rural areas and 9.1 percentage points for those of urban areas.
Extrapolating the literacy rates found in the sample survey to the national population it was estimated that
42.4 millions of adults in Bangladesh were not literate in 2013. They were 19.4 million among the males and
23 million among the females. This figure was 6.6 times in rural area than urban area (36.8 million and 5.6
million, respectively). Extrapolating the literacy rate to the population aged 7 years and above it was estimated
that 57.5 million of them were not
literate in 2013. No sign of decreasing
non-literate adult population was
evident. The number of non-literate
adult population was 42.9 million in
2000 which decreased to 38.9 million
in 2005 but increased to 41.9 million
in 2008 and 42.4 million in 2013.
Literate households: Percentage of
households having at least one
literate person also increased over
time. In 2000, 61.1% of the
households had at least one literate
person; this figure increased to 78%
in 2005, 78.5% in 2008 and 82.9% in
2013 (Figure 9.3). The rate of increase
was much faster during the first few
years which became slower in later
period. Although, overall, the
increase was recorded 21.8
percentage points over 13 years, it
was 23.4 percentage points in rural
areas and 11.8 percentage points in
urban areas. Improvement in urban
areas was negligible after 2005. In
2013, proportion of households with
at least one literate person was 81.4%
in rural areas and 89.9% in urban
areas with a gap of 8.5 percentage
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points. Urban-rural gap also reduced over time – from 20.1 percentage points in 2000 to 13.2 percentage
points in 2005, 12.9 percentage points in 2008 and 8.5 percentage points in 2013.
As a result of proportionate increase of literate households over time number of households without any
literate person has decreased. It was estimated that the number of households without any literate person
was 9.6 million in 2000, 6.2 million in 2005, 6.5 million in 2008 and 5.7 million in 2013.
Household literacy status was cross-tabulated with a number of household characteristics (Annex 9.2). It
was observed that 52.3% of the always in deficit, 71.3% of the sometimes in deficit, 82.3% of the breakeven
and 93.9% of the surplus households had at least one literate person (p<0.001). It was 82.1% among the
Muslim and 87.6% among the non-Muslim households (p<0.001). Male headed households were much
ahead of the female headed households in this (84.1% vs. 72.1; p<0.001). Proportion of literate households
was 65% if the household head had no schooling, 84.6% if they went to school but did not complete primary
education, 97.6% if they completed primary education and 100% of they completed secondary education.
Finally, if the household heads were literate, by definition, all those were literate households but if the
heads were not literate none of the two-thirds of those households were literate.

C. Education and literacy of the youth
The youth are a very important section of the population in every society. Although, there is variation in
the concept of who belongs to this group; a common way of defining it is bracketing them according to
age. According to the latest census in Bangladesh, 9.1% of total population belongs to age group 15–19
years and 8.7% belongs to age group 20–24 years; both adding up to 17.8%. In absolute number, this was
24.8 million. Adding the age group 25–29 years, the youth population would be 37.5 million or about 27%
of the total population. This section provides trends in educational qualification and literacy status of youth
population. Following the United Nations and the World Bank practice, those belonging to the age-group
15–24 years is considered as the youth population.
Educational qualifications: In 2013, 92.8% of the youth were ever schooled, 79.5% completed at least
primary education, 53.8% completed at least junior secondary education and 29.3% completed at least
secondary education (Table 9.11). Only 1.4% of the youth had a Bachelor degree and 10.6% of them
completed higher secondary education. The females were ahead of the males in the first three indicators;
however, it was the opposite for the other three indicators. On the other hand, urban youth surpassed
their rural counterparts in each of the six indicators.
Level of education of the youth
increased over the period of 15
years (Table 9.12). Whereas in
1998, 68.9% of the youth
attended any type of school
and completed at least one
year of schooling (i.e., ever
schooled) it increased by 23.9
percentage points over 15
years and reached 92.8% in
2013. Similarly, the proportion
of youth completing primary
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education increased 26.2 percentage points from 53.3% in 1998 to 79.5% in 2013. Increase was 22.9
percentage points if junior secondary education completers are considered and 14.7 percentage points in
secondary. Improvement in the proportion of higher secondary completers was below five percentage
points and no increase was observed in the proportion of Bachelor degree holders.
Literacy status: Literacy rate of the youth
was 60.4% in 2000 which reached 74.9%
in 2005, 76.5% in 2008 and 80.2% in
2013. Youth literacy rate increased by
about 20 percentage points over 15 years
– on average, i.e., 1.33 percentage points
per year. Literacy rate increased over
time for the youth in respect of both
gender and residence. It increased by
15.7 percentage points for the males and
by 23.3 percentage points for the
females. Increase was by 21.3 percentage
points for rural youth and 12.3
percentage points for urban youth.
It was interesting to observe that the
relationship of youth literacy rate with
gender changed over time (Figure 9.4).
For instance, males were significantly
ahead of the females in 2000. No gender
difference was observed by 2005 and the
females surpassed the males in 2008
with a significant margin. This gap
favouring the females further widened by
2013. Annex 9.3 provides more details.
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On the other hand, literacy rate of the urban youth was significantly higher than that of the rural youth
throughout the period, although the gap was reduced over time (Figure 9.5). The urban-rural gap was 15.9
percentage points in 1998 which came down to 12.1 percentage points in 2005, 9.7 percentage points in
2008 and 7.7 percentage points in 2013. Annex 9.4 has more on this.

D. Estimated years required to reach full achievement on some indicators
Using the Compound Growth Model (mentioned in Chapter 2) and rates found in various indicators during
the observation period (1998–2013), this section estimates years required to full achievement in some
selected indicators presented in this chapter. It was estimated that the country would require more 16.8
years to have at least one year of schooling of all population aged six years or above, 24 years to have all
population aged 11 years or above completing primary education, and 33 years to have all population aged
14 years or above with eight years of schooling (Table 9.13). Again, more 27.8 years would be required for
all adults (15 years or above) to be literate at present standard (capability of writing a letter). The estimated
figure was 23.7 years for each of the population aged 7 years or above and 11 years or above. However, it
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was estimated that each household of Bangladesh would have at least one literate person by the next eight
years.
The youth (15–24 years) were found to be more advanced than others in these regards because they were
the most beneficiaries of the recent educational development of the country. The country will see no youth
without schooling by next 3.8 years and all youth will complete primary education by 8.6 years and be
literate of present standard by 10 years. Bangladesh would be able to achieve the following within the SDG
period (2016–30) if current growth rate in maintained.
All population aged 6 years or above will have at least one year of schooling by next 16.8 years (by
2030)
All youth (15–24 years) will have at least one year of schooling by next 3.8 years (by 2017), complete
primary education by next 8.6 years (by 2022), complete junior secondary education by next 16.8
years (by 2013) and will be literate by next 10 years (2023)
All households will have at least one literate person by next 8 years (by 2021)

E. Summary findings
The level of schooling and literacy status of the population are two direct outputs of primary education
development in the country. These were explored for various age groups of the population.
Four indicators were taken to understand the changes in level of education of the population. These
include: (a) ever schooled population aged six years or above, (b) primary education completers
aged 11 years or more, (c) junior secondary education completers 14 years or above, and (d)
secondary education completers who are 16 years or above. Increase was observed in each of the
four indicators; however, it was faster in the first two than the latter two. The rate of increase per
year was more than one percentage point in the first two indicators, less in the third and only 0.4
percentage point in the fourth.
Females were significantly ahead of the males in each of the indicators. The urban population
outperformed their rural counterparts in all four indicators. Progress was seen more among the
females than the males in each of the four indicators and it was higher for rural females than their
urban counterparts. For instance, proportion of ever schooled males increased 15.9 percentage
points and of ever schooled females it increased 20.8 percentage points. Again, increase in ever
schooled population was 19 percentage points in rural areas and 12.9 percentage points in urban
areas. Increase in primary completers was 17.7 percentage points in rural areas and 14.1 percentage
points in urban areas. It may be noted that the females started from a lower base; nonetheless, a
faster progress for women is encouraging.
The literacy rate of the population also increased over time. Overall increase was 15.7 percentage
points for the population aged 7 years and above, 15.2 percentage points for those aged 11 years
and above and 13.4 percentage points for those 15 years and above. Literacy rate of the males was
significantly ahead of that for the females in all four surveys but the gender-gap narrowed over time.
For instance, gender-gap in adult literacy was 11.5 percentage points in 1998, which decreased to
11.2 percentage points in 2000, 7.1 percentage points in 2008 and 7 percentage points in 2013.
Similarly, literacy rate of urban population was significantly higher than rural population in each
survey year. The urban-rural gap also decreased over time but at a slower pace than gender-gap.
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The percentage of households with at least one literate person (hence called a literate household)
also increased over time. In 2000, 61.1% of the households had at least one literate person which
increased to 78% in 2005, 78.5% in 2008 and 82.9% in 2013. The rates of literate households were
much higher in urban areas than in rural areas throughout the period, though the urban-rural gap
has come down over time. On the other hand, the overall rate of progress in reduction of illiteracy
has slowed down considerably in recent years.
The impact of expansion of primary education was the most among the youth (15–24 years) which
is seen in their educational attainment. During 1998–2013, the proportion of ever schooled youth
increased by 23.9 percentage points (from 68.9% in 1998 to 92.8% in 2013), primary completers
by 26.2 percentage points (from 53.3% to 79.5%), junior secondary education completers by 22.9
percentage points (from 30.9% to 53.8%) and secondary school completers by 14.7 percentage
points (from 14.6% to 29.3% ). Progress in respect of secondary school completion has been
considerably lower than in the earlier stages of education.
Analysis of age-specific literacy rate showed the highest literacy rate among youth. The youth
literacy rate was 60.4% in 2000 which reached 74.9% in 2005 and 80.2% in 2013. The increase was
20 percentage points throughout the period or 1.55 percentage points per year. Increase in youth
literacy was noticed across the board in terms of age group, gender and residence.
Using a Compound Growth Model, it is projected, taking 2013 as the base year that Bangladesh
would require another six years to reach 100% NER, but 37 years to reach 100% enrolment of
children in the 6-10 years age group (RNER) in appropriate primary grades. In other words, these
respective targets would be achieved in 2019 and 2050 at the current rate of progress. It was also
projected that the population of age six and above will have at least one year of schooling by 2030
and it will be 2037 by the time all of the 11+ population complete primary education. However, all
youth (15-24 years) will complete primary education by 2022 and be literate by 2023. There would
be no ‘non-literate household’ by 2021.

13

123

Chapter 10

ŝƐĐƵƐƐŝŽŶ͕ŽŶĐůƵƐŝŽŶƐĂŶĚZĞĐŽŵŵĞŶĚĂƟŽŶƐ

Educaon Watch 2015

T

his final chapter of the Education Watch 2015 report contains three sections. A discussion of the findings
of this study is presented in the first section. This also draws relevant information and ideas from
previous Education Watch studies and other relevant work. The second section highlights the key messages
emanating from the study. Based on the findings and the key messages, the third section presents some
policy recommendations for enhancement of quality of primary education in line with education related
goals and targets of the UN Sustainable Development Goals (SDG) 2016-2030.

A. Discussion and conclusions
This Education Watch explored the state of the quality of primary education in Bangladesh. This has been
done by using an Input-Process-Output framework. Along with the latest data collected in 2013-14, this
study utilized all relevant data collected under Education Watch since 1998. Thus changes documented in
different parameters of quality of primary education over the past one-and-a-half decades is portrayed in
this study. This has not been attempted so far in Bangladesh. The significance of this exercise lies not only
in the availability of estimates of various indicators of quality of education consistently for a considerable
time, but also in the selection of the set of quality-related indicators.
The issue of quality was explored from a holistic perspective utilising a variety of useful indicators suggested
by experts and professional organizations including UNESCO (2005), Mayer et al. (2000), Chapman and
Adams (2004), Gobinda and Varghese (1993), and Chowdhury et al. (1997). Along with these, two sets of
indicators used by the Directorate of Primary Education (DPE), viz., Key Performance Indicators (KPI) and
Primary School Quality Level (PSQL), were also brought under consideration. The government’s annual
reports on the performance of primary education consider these two sets of indicators (DPE 2013, 2014).
Government reports use students’ learning achievement and coefficient of efficiency as outputs of primary
education. In this study, we also measured educational levels and literacy status of the population. More
importantly, this study examined quality through an equity lens with specific reference to gender, residence
(urban/rural), school type and socioeconomic backgrounds of the students and their families.
The Constitution of Bangladesh stipulates discrimination-free education and equal opportunity for all
(Article 17, Government of Bangladesh 1998). The Sustainable Development Goals or SDGs adopted at the
United Nations in September 2015 also call for ensuring inclusive and equitable education with quality
(United Nations 2015).
The overarching education goal, Sustainable Development Goal (SDG) 4, one of 17 SDGs, is to: Ensure
inclusive and equitable quality education and promote life-long learning opportunities for all. The seven
education targets under SDG 4 include quality general education at primary and secondary level and early
childhood development, care and education for all children (Targets 4.1 and 4.2). Equal access for all women
and men to affordable quality technical, vocational and tertiary education and increase in relevant skills
for employment, decent jobs and entrepreneurship are called for (Targets 4.3 and 4.4). Elimination of gender
disparity in education and ensuring access to all including those with disabilities are urged (Target 4.5).
Literacy for youth and adults as a right and a public good is a target (Target 4.6). Acquiring by all learners
knowledge and skills needed for global citizenship and sustainable development is required (Target 4.7). In
addition, the targets call for building necessary physical infrastructure, expanding scholarship for students
as part of international cooperation, and increasing the supply of qualified teachers (Targets 4a, 4b, and
4c). (United Nations 2015)
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This study is particularly timely, because the year 2015 marks the culmination of international EFA goals
and MDGs, as well as setting new sustainable development agenda for the next 15 years up to 2030. This
study thus can be considered as a summative assessment of the past years’ efforts and a baseline for the
next 15 years, i.e., Education 2030.
Physical and learning facilities. Physical facilities in the educational institutions and the learning facilities
therein are two critical issues that need to be in place for delivery of quality education. These are important
because teaching and learning cannot happen properly if these are not in place. Less than minimally
adequate physical and learning facilities existed in the primary educational institutions in Bangladesh for
long. Due to various initiatives under the three Primary Education Development Programmes (PEDPs)
improvements started and satisfactory results have been seen in some of the areas.
Physical facilities improved in terms of numbers of classrooms and teachers’ rooms and their construction
standard. Newly constructed classrooms are more spacious than those previously constructed and thus
student seating capacity increased over time. However, despite this improvement, educational institutions
are able to provide the students with a seat in the classroom in many schools only because all of the
students do not turn up at school every day. Considering the increasing trend of students’ attendance,
greater attention is required to increasing the seating capacity in classrooms. Less than 10% of the
classrooms had an area of 507 sq. ft. specified as the standard in PSQL. There is also deficiencies in making
the classrooms disability-friendly by constructing access ramps. The majority of schools had playground
and a lot of improvement was observed in providing electric lights and fans in the classrooms, but more
need to be done in these areas.
Having hygienic drinking water facility and toilets for students and teachers of both genders is a basic
requirement in a school. Huge improvement has been observed in this regard since 1998. Schools in the
past had to bring water from outside and keep it in a jar for use; three-quarters of the schools now have
on-premise drinking water. Toilet facilities improved over the same period. There are more of these and
more are clean and in good working condition. These were generally cleaner when separate toilets existed
for boys and girls and for male and female teachers. Providing separate toilets for males and females
apparently reflected a greater awareness and concern about keeping them clean and in working order.
Cocurricular activities. One of the aims of the National Education Policy 2010 is ‘to take necessary steps
to create facilities of playground, sports, games and physical exercises in all educational institutions for the
healthy growth of the physical and mental qualities of the learners’ (NEP aims and objectives, 28).
Government has started two nationwide football tournaments among the primary school students – one
for boys and the other for girls. This initiative has created opportunities for girls to take part in football.
More schools still need to do more in organizing physical exercises like drill, physical training, parade, etc.
These are supposed to be daily activities before the start of the academic routine. The same can be said
for annual sports, cultural competition and cub-scouting.
Although the National Education Policy 2010 emphasised co-curricular activities for students at all levels
these are far from common practice in school. Quality primary education cannot be fulfilled if co-curricular
activities are not integrated with curricular activities. Non-formal schools do not do these in a formal way,
but these activities (especially physical exercises and activities for cultivation of culture through singing,
dancing, drama, etc.) are very much integrated into classroom work. The formal school could do more in
this respect.
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Hoisting of national flag in school premises and singing of national anthem before start of classroom
activities are important symbolic activities for inculcating, discipline, patriotism and national awareness.
The National Education Policy 2010 aims ‘to inspire students with the spirit of our War of Liberation and
develop patriotism, [and] nationalism’ among them (Aims and objectives, 2). Much improvement was seen
in both of these practices, though there are many schools where these have not become regular activities
– especially in madrasas.
Teachers. The role of teachers is critical in any education system. Previous studies portrayed poor teachinglearning provisions in majority of the classrooms (Nath and Mahbub 2008, Nath et al. 2014, 2015) which
has serious implications for learning achievement of students – a direct and key output of primary
education. Except in 2000, the Education Watch did not do any rigorous study on classroom teachinglearning practices; so it is not possible to assess changes in this regard. But, the Education Watch study of
2014 on Primary Education Completion Examination (PECE) indicated serious deficiencies in this respect
(Nath et al. 2015).
A higher number of teachers in schools, decrease of student-teacher ratio, increase in educational
qualification of teachers and more trained teachers than before are expected to bring about improvement
in teaching-learning and its outcomes. Education Watch reports and other independent studies have
questioned if higher educational qualification of teachers and more of them having training have actually
changed classroom practices and contributed to better learning outcomes. Why this is so needs to be
probed systematically. Problem areas appear to be inadequate supervision and monitoring of teachers and
lack of feedback from them; failure of training to create a responsible and motivated teaching cadre; lack
of condition and incentives to use teachers’ skills fully in the classrooms, among other factors.
A recent Education Watch study showed that a significant proportion of primary school students depends
on private tutoring from own school teachers and there is a positive relationship between this and
performance in PECE (Nath et al. 2015). The issues related to teachers need to be assessed including their
skills and competencies which they gained through education and training, how they use these in classroom,
performance standards for teachers, professional support and supervision of teachers, and rewards and
incentives for performance.
Management in school. Leadership in educational institutions seems to have become better and more
responsive than before. There has been an increase in educational qualifications of the SMC members,
their training, and inclusion of more female members in the committees. Increase of attendance rate of
the members in the meetings is also a sign of improvement. However, we did not see much difference
between 2008 and 2014 in terms of issues discussed in the SMC meetings and types of decisions taken.
Student absenteeism and construction and repair of physical infrastructure of schools were among the
issues most frequently discussed in the meetings. In order to improve quality of education, discussion on
classroom teaching-learning also came out as frequent topics in both periods. It seems that before
introduction of PECE, in-school examination of the students of each grade were on the agenda of the SMC
meetings which has now shifted to PECE and related issues. Students of other grades may be getting less
attention regarding their assessment, especially those in the first 2 to 3 grades. There appears to no sign
in practice of improved capability and leadership skills of the SMCs as reflected in scope and impact of
school-level decision-making.
Access and participation. There is clearly an overall improvement in children’s enrolment in primary
education as well as their classroom attendance over time. The absolute and relative number of out-of-
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school children has decreased. These improvements resulted from targeted initiatives by the government
and the NGOs aiming at underserved populations – especially, girls, poor households and rural and remote
areas.
As a result of increased enrolment, the number of out-of-school children decreased in absolute numbers.
Of the children aged 6–10 years, 3.8 million were reported to be out-of-school in 1998 which is estimated
to have decreased to 3.4 million in 2000, 2.2 million in 2005, about the same in 2008, and decreased to
about one million in 2013. Adding those aged 11–14 years, the number of out-of-school children were
about three million in 2013.
Of the children who are still out-of-school, a majority of them belong to the families who are poor and the
parents themselves never attended school. These are the most vulnerable households in terms of financial
ability and social situation. Location-wise, haor and Char areas, and the Chittagong Hill Tracts are identified
as marginalized and deprived. Innovations like BRAC’s boat schools in haor areas, and integrating school
enrolment component with health or microfinance programmes need to be considered. Affirmative actions
including targeted financial incentives (such as a higher amount of stipend) may be considered. UPE cannot
be achieved without some innovations in this area. The task became harder with progress. Progress so far
has been somewhat easier in picking the lower hanging fruits, it is more difficult to harvest the higher
hanging ones!
Going by trends in recent years, Bangladesh would require another six years to enrol all children aged 6–
10 yeas in school, but another 13 years to achieve 90% attendance rate at primary level. Attention to regular
attendance call for special measures such as mandatory attendance for participation in school level annual
examinations and promotion to the next grade. Closer contacts with parents are necessary. Obstacles
related to geography and physical access to school must be addressed. Moreover, classroom activities must
be joyful and attractive to the students so that children are eager to come to school and stay for full contact
hours. Joyful teaching-learning provisions in the classrooms is the key to ensure students attendance and
achieve quality education.
Children’s late enrolment in school remained a serious problem till 2014. After introduction of the preprimary class, a good portion of parents started to send their children to it at age six, which is the initial
age for grade I of primary education. A sizeable number of children of 4–7 years are still enrolled in preprimary education and those of 4–10 years in the first grade of primary education. For better interaction
among peers in the class and handling of the class by the teacher, age-homogeneity is necessary for both
pre-primary and primary classes. This aspect has not received systematic policy attention, such as
mandatory birth registration, and working with parents, community and the local government. The
improvement in this respect shows increased awareness of parents, but more efforts are needed to create
a culture of timely school enrolment of students.
Internal efficiency. Analysis of efficiency of the primary education system in terms of survival of students
up to grade V and completion of the full cycle of primary education showed consistently improving numbers.
Students must stay in school until they complete the primary education stage. Is improvement in this
respect happening through easing promotion criteria between grades and relaxing criteria for passing PECE
as well as setting questions and marking examination papers in PECE? Concerns have been expressed in
this regard by studies and informed observers. Coefficient of efficiency, therefore, may not result in
students’ learning achievement.
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Learning outcome. The good news clearly is that students’ learning achievement measured through a
competency-based test reported in this study as well as completion of the primary stage by students show
a trend of improvement. The girls were behind the boys in earlier years; now girls have overtaken the boys
and a new concern may be the disadvantage of boys. However, inequality persists in performance between
rural and urban schools and among various types of schools. Location related and school type-wise
inequality call for concerted and targeted efforts to creating equal facilities in schools including both
infrastructure and teachers.
The other issue related to students’ learning achievement was differential performance in ‘knowledge’ and
‘understanding’ domains. Students’ performed poorly in the ‘understanding’ domain compared to the
‘knowledge’ domain throughout the study period (2000–2014). Development of ‘understanding’ is clearly
a greater challenge than teaching in the ‘knowledge’ domain. It suggests the need for major changes in
classroom teaching-learning practices, ensure high attendance rate of students as well continuing formative
assessment of learning and formal summative examinations.
It is important to recognise the gradual improvement in results of the competency test developed and
administered under Education Watch. At the same time, the positive trend by itself does not answer
questions that may arise about what is acceptable or desired competency level of students and whether
the test performance indicates competency level of students appropriate for effective functioning in further
education, in employment or in life situations. It is worth noting that national assessment of competencies
in mathematics and language of fifth graders conducted under the auspices of DPE showed that in 2013
only a quarter of the students performed at expected grade level (M&E Division 2014). The gap between
‘knowledge’ and ‘understanding’ also signals critical issues about teaching and learning of competencies,
assessing competencies, and how competencies are defined and handled in curriculum, teacher training
and classroom practices.
Although the government primary schools and the newly nationalized primary schools serve about fourfifths of the primary students in Bangladesh, there are several other types of provisions. Multiple providers
including non-formal primary education of both NGOs and the government, religion-based institutions,
and the private sector, which have developed historically, have been accepted as a pragmatic approach to
reach and serve all children. This study showed large differences in various quality indicators in terms of
school type as well as differences within each school type including those rum by the government. However,
improvement in the government primary schools was more marked compared to the other types under
study.
Investment in the PEDP programmes has given the edge to government schools’ improvement in
‘intermediate’ outputs as well as the consequent learning achievement compared to other types. Yet, the
nation cannot wait decades to bring the newly nationalized schools to the present level of the government
schools. Initiatives with adequate financial allocations are thus required to improve the quality of all schools.
Major areas for improvement are physical and learning facilities, teachers’ quality and capacity of managing
committees. The kindergartens have grown phenomenally and have become an important category in
terms of number of students served. While these schools have done relatively well in students’ learning
achievement test, this is no cause for complacency as noted above with regard to desired and acceptable
learning achievement. Given the growing proportions of children enrolled in this private sector category,
ways have to be considered regarding bringing these institutions under a national quality surveillance
process.
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Reducing gaps among and within school types. The share of non-formal primary education in total primary
education has been reported to have declined rather sharply from a peak of 9.6% in 2008 to 4.3% in 2013.
However, as noted in Chapter 6, reliability of data about the proportion of non-formal primary education is
problematic. The total number of non-formal schools and their enrolment reported by major providers of
non-formal education — such as BRAC, the SHARE Project and ROSC – totalling over 1.7 million, indicate that
the proportion of non-formal enrolee could be at least double this reported number in 2013 (Ahmed 2015).
Non-formal primary schools were initiated by the NGOs as an alternative EFA strategy to serve the groups
left out by the formal mode of education. As the government system builds its capacity over time, and
nationalization of certain schools remain on agenda in line with the National Education Policy 2010, it could
be argued that the need for the alternative provision has declined. This, however, cannot be said for some
of the ecologically disadvantaged areas like haor, Char, and coastal and hilly areas (Nath 2013, UNICEF
2010). The fact of large numbers of out-of-school children and that large numbers continue to attend the
non-formal schools testify to their need and demand. The non-formal primary schools, sometimes referred
to as the second chance for primary education, has to be an important part of the national universal primary
education plan (Ahmed 2015).
The stand-alone ebtedayee madrasas were never in a strong position in terms of quality. The Education
Watch 2008 study showed that these were much behind the ebtedayee sections of the high madrasas
(Nath and Chowdhury 2009). Again, of the total number of madrasa students at primary level, only a fifth
enrol in the stand-alone ebtedayee madrasas, while the majority attend the ebtedayee sections of the high
madrasas. Education of every child is important. As long as the ebtedayee madrasas, independent ones
and those linked to high madrasas, remain a part of the system, special steps have to be taken to make
them functional and raise their quality, as has been done with the former registered and non-registered
non-government schools.
Females’ engagement in education. Elimination of gender disparity in access to primary and secondary
education have been a well-recognised accomplishment. The other areas of increased females’ participation
are teaching staff, heads of institutions, and SMC. At present over half of the primary students, 63.4% of the
assistant teachers, 30.4% of the head teachers, and 41.3% of the SMC members are females. Such an
accomplishment has been possible due to affirmative actions and creating various facilities for the girls and
women since Independence. Bangladesh’s commitment to enhance participation of girls and women in
education sector are portrayed in the five-year plan documents (Planning Commission 1973, 1978, 1983,
1985, 1990, 1998, 2011). The commitments are reflected in the primary education development programmes
(PEDPs). One of the next steps should be further increase of female head teachers and SMC members so that
both genders are equally represented. The question about what changes have happened in school culture
and norms or in classroom teaching due to the education sector progress towards gender equity is a pertinent
one. This study did not look at this issue but recognizes the need for such an investigation.
Educational levels of the parents of primary school age children, the primary school teachers and the SMC
members have improved over time. Moreover, the school teachers are more trained than before. What
changes have been made in the teaching-learning provision of the children at home and in school as a
result of all these improvements are also a relevant issue for investigation.
Need for accelerated progress. The trend of improvement has been reported in educational attainment
and literacy status of the general population. These are the direct impacts of expansion of primary education
in the country, especially because no other means of acquiring literacy is effectively available in the country.
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Although the progress is significant but the country is far from reaching a certain level of education or
achieving literacy for all of its citizens. Extrapolation of current trends indicates that Bangladesh would
require another 24 years, from the base-year of 2013, to have all population aged 11 years and above to
complete primary education, and 28 years to have all adults (15 years and above) to be literate (with the
capability of writing a letter). However, at least one person in each household would have a literate person
by the next 8 years. The youth (15–24 years) have been the beneficiaries, more than others, of the recent
educational development of the country. We are likely to see no youth without schooling within 4 years
and all youth will complete primary education in 8.6 years and be literate in 10 years.
Let us look at the first two of the targets of the education related SDGs which reads:
By 2030, ensure that all girls and boys complete free, equitable and quality primary and secondary
education leading to relevant and effective learning outcomes
By 2030, ensure that all girls and boys have access to quality early childhood development, care
and education so that they are ready for primary education.
If Bangladesh wants to achieve the above targets of SDG, the whole school education effort have to be
brought under a comprehensive development package including pre-primary to secondary education. We
would have to ensure enrolment of all children in pre-primary and primary education, a high rate of
classroom attendance, completion of both primary and secondary stages and learning achievement at each
stage with defined standards. A strong political commitment expressed in adequate budgetary allocations
and in backing of measures to overcome governance and management deficiencies is an essential condition
for success.

B. Key messages
The overall message of Education Watch 2015 is strongly positive. The trend of progress in the last two
decades has been maintained. There are major accomplishments, particularly, in what may be called the
‘intermediate’ outputs. The following are the key messages emanating from the findings of the Education
Watch 2015 study.
1. Educational institutions are better equipped than before; major improvement has been witnessed in
the government school facilities. Physical and educational facilities of primary educational institutions
have improved over time, especially in classroom space, sanitation and water facilities as well as
educational qualifications and training of teachers. Major improvements were noticed in the
government primary schools, which serve about two-thirds of the primary school students. Newly
nationalized primary schools lag considerably behind. The majority of the ebtedayee madrasas do not
have the minimum required facilities. Despite progress, separate and clean toilet facilities for girls, size
of the teaching personnel, high student-teacher ratio, and insufficient learning time especially in doubleshift schools are still concern.
2. Improvement of the systems was noticed in intermediate output indicators. These include survival of
students up to the end of primary education, completion of such education and reduction in dropout
and repetition. Learning achievement of the students also showed an improvement over time. However,
students’ performance in the ‘understanding’ domain lagged much behind the ‘knowledge’ domain.
This signals critical issues about teaching and learning for competencies, assessing competencies, and
how competencies are defined and handled in curriculum, teacher training and classroom practices.
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3. Gender disparity in access and participation has been eliminated and females share in primary
education is increasing. Enrolment of more girls than boys is well documented. This study also shows
an increasing share of females among the teaching staff, heads of institutions, and in the school
managing committees. Proportions of schools with more female teachers than males and SMCs with
more female members than male members also showed an upward trend.
4. Disparity and inequity in primary education is a lingering problem especially in certain geographical
areas and socio-economic groups. Despite progress in school enrolment and learning outcome,
ecologically disadvantaged areas and socio-economic groups in poverty indicated by ‘food security
status’ in this study is reflected in inequity in terms of gender, residence (rural/urban) and parental
schooling level though the gaps in these respects have narrowed. Variations are visible among school
types which call for special effort to overcome.
5. Educational attainment and literacy status of the population have improved. As a result of continuous
effort to improve primary education and increased enrolment and completion in primary education, a
positive change has occurred in educational capability of the population of the country. Educational
attainment of the masses, represented by years of schooling completed, their literacy status and
households with at least one literate person have increased over time.
6. There is unfinished business from EFA 2015; these and the broader vision of Education 2030 as part of
SDG 2030 require concerted planning and action. Dropout and non-completion in primary education,
out-of-school children, better learning outcome and ensuring necessary resources are the continuing
unfinished agenda. In addition, helping all children grow and prepare them to learn through early
childhood development and preschool education; extending compulsory education to secondary level;
enhancing skills and competencies of learners for further learning, work and life; widening lifelong
learning opportunities in a learning society; preparing a new generation equipped for responsible
global and local citizenship and for its role in sustainable development; and removing obstacles and
disparities for all disadvantaged groups are part of the broader Education 2030 agenda.

C. Policy recommendations
The findings, the analyses and the main messages of the Education Watch 2015 study lead to policy
imperatives for continuing the effort to move forward with Education 2030 targets in the context of SDG
2030.
1. Address inequity in input and process related factors among various types of schools and the schools
within each type. This is important for the sake of offering equal opportunity to the children irrespective
of the type of school they enrolled and location of the schools. The upazila education offices can assess
the needs of the schools along with the SMCs and the communities and prepare development plans
for need based investment for further improvement of quality of primary education provision. A
mechanism for comprehensive upazila-based assessment, planning, estimating resource requirements,
management and monitoring for achieving universal primary education with acceptable quality has to
be established with the involvement of all education providers and the local government bodies. Special
attention has to be given to the development of the newly nationalized primary schools.
2. Emphasize improvement of classroom teaching to make it more interactive and joyful so that students’
classroom attendance increases and learning can be enhanced. Teachers, parents and the school
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committee have to work together to bring about the transformation in classroom practices, student
engagement and better learning results. The role of SMCs is particularly important in this regard. At
present, the parents, teachers and the SMC members have better educational attainment than before.
How the increased capabilities of these people can be utilised more effectively for creating a learning
culture at home and in school should be identified and implemented.
3. Encourage on-time entry to primary school to promote a culture and discipline of participation and
progression of children in school. Birth registration, campaign for entry at right age and regular
attendance should be the combined responsibility of school, managing committee, parents, community
and local government. This would also reduce age related heterogeneity in the classrooms, help better
classroom interaction among the students, and an atmosphere for joyful learning can be created.
Children of age six or above coming to enrol in school should be admitted in the first grade of primary
education irrespective of their prior experience of pre-primary education. Similarly, children below six
years should be admitted to pre-primary education.
4. Emphasize a comprehensive view of learner competencies including the domain of ‘understanding’ and
enhancement of creativity. This is strongly related to the way students are assessed in school and in
PECE and the way teachers prepare them for such assessments. How to move away from the current
text-book based and high-stake PECE to an emphasis on formative assessment and public assessment
of core competencies more to evaluate the system performance, rather than grading individual
students, should receive serious attention. The currently prevailing exam-centric pre-occupation of
schools, teachers, and parents needs to be transformed to a learning-centric school and classroom
activities, which have to be encouraged by policy measures. A culture of studying the content of a
subject in textbooks and other materials including the internet resources and an activity and project
approach in classroom, rather than memorising questions-and-answers, will encourage ‘understanding’
and creativity. Reducing the present student-teacher ratio to an acceptable 30 to 1 will call for at least
50 percent more teaching personnel with the current enrolment level.
5. The emphasis on quality of education cannot preclude attention to right-based access and participation
of all children in school. Still, about three million children are out-of-school! These children are most
vulnerable in terms of disabilities, geographical location, and socioeconomic status. A special
programme can be developed to reach these children. A single mode, say non-formal education, might
not work well to address everyone. A multiple mode of operation with new package of support
attractive than upabritti might be required. A systematic effort is needed to identify and reach out to
the children at risk of non-enrolment and dropout. To address the issue, DPE can work together with
the experienced NGOs with a time bound plan.
6. Public investment in education needs to be increased very substantially, reversing the trend of decline
as share of GDP and national budget. A holistic approach with strong political commitment is required
for this purpose, ensuring that both existing and new resources are better utilised. It cannot be just an
incremental approach of adding to the existing pattern of expenditure. Within the medium term, it
would be reasonable and feasible to double public resources for education as share of GDP and raise
it further in a 10-year time-frame up to a level appropriate for medium level middle income country.
Major increase in expenditure for teachers will be needed in the labour-intensive education sector, if
the required numbers of teachers are planned to be employed, attracting talented people and holding
on to them in the profession. Major investments will also be needed in infrastructure to ensure a
threshold of investment without which the system cannot function efficiently.
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7. Intensify and accelerate the work needed to address the unfinished tasks of EFA 2015 and launch a
coordinated national effort with a framework of action for Education 2030. Various elements of the
new agenda exist in existing primary, secondary and non-formal education and skills development
initiatives. These have to be critically looked at from an overall strategic framework for Education 2030,
filling gaps and deficiencies, strengthening components as needed, and maintaining an oversight over
progress. A participatory mechanism for this oversight by stakeholders including civil society, NGOs
and academics needs to be established with the lead given by the concerned national focal point for
SDG coordination. Adapting and adjusting global targets and indicators for the national context, linking
the education priorities to other SDG goals and targets, and guiding monitoring and reporting of
progress on Education 2030 can be the tasks of the oversight body.
To summarise a key point, the trend of positive development in the last two decades has been encouraging.
There are major accomplishments, particularly, in what may be called the intermediate outputs. The
unfinished tasks of EFA 2015 and the broader agenda of Education SDG 2030 present a challenge and an
opportunity. The positive results in recent years are the capital on which much needed further progress in
learning outcome and overcoming lingering disparities in educational participation has to be, and can be,
built. To reach the SDG target for 2030, Bangladesh needs to accelerate its progress compared to what was
done during the MDG era.
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Annexes
Annex 1.1. The fourth Sustainable goal and related targets
Goal 4. Ensure inclusive and equitable quality education and promote lifelong learning opportunities for all
4.1 By 2030, ensure that all girls and boys complete free, equitable and quality primary and secondary
education leading to relevant and effective learning outcomes
4.2 By 2030, ensure that all girls and boys have access to quality early childhood development, care and
pre-primary education so that they are ready for primary education
4.3 By 2030, ensure equal access for all women and men to affordable and quality technical, vocational
and tertiary education, including university
4.4 By 2030, substantially increase the number of youth and adults who have relevant skills, including
technical and vocational skills, for employment, decent jobs and entrepreneurship
4.5 By 2030, eliminate gender disparities in education and ensure equal access to all levels of education
and vocational training for the vulnerable, including persons with disabilities, indigenous peoples and
children in vulnerable situations
4.6 By 2030, ensure that all youth and a substantial proportion of adults, both men and women, achieve
literacy and numeracy
4.7 By 2030, ensure that all learners acquire the knowledge and skills needed to promote sustainable
development, including, among others, through education for sustainable development and sustainable
lifestyles, human rights, gender equality, promotion of a culture of peace and non-violence, global
citizenship and appreciation of cultural diversity and of culture’s contribution to sustainable
development
4.a Build and upgrade education facilities that are child, disability and gender sensitive and provide safe,
non-violent, inclusive and effective learning environments for all
4.b By 2020, substantially expand globally the number of scholarships available to developing countries,
in particular least developed countries, small island developing States and African countries, for
enrolment in higher education, including vocational training and information and communications
technology, technical, engineering and scientific programmes, in developed countries and other
developing countries
4.c By 2030, substantially increase the supply of qualified teachers, including through international
cooperation for teacher training in developing countries, especially least developed countries and small
island developing States
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Annex 2.2. Glossary
Adjusted net enrolment ratio (ANER): Enrolment of the children of official age group for primary education
either at that level or the levels above, expressed as a percentage of the population in that age group.
Adult literacy rate: Percentage of population aged 15 years or more having ability in reading and writing a
communication letter.
Coefficient of efficiency: It is a ratio of expected pupils years required to complete the full cycle of primary
education by the graduates and total years actually spent to produce those graduates expressed in
percentage term.
Ever schooled population: Percentage of population having at least one year of schooling of any form among
those aged six years or more.
Gross enrolment ratio (GER): The gross enrolment ratio (GER) refers to the number of children currently
enrolled in primary grades (I-V) for every 100 children of age 6-10 years.
Gross intake ratio (GIR): Gross intake ratio is the total number of new entrants in the first grade of primary
education, regardless of age, expressed as a percentage of the population at the official primary schoolentrance age.
Junior secondary education completer: Percentage of population completing the full cycle of primary
education as well as first three grades of secondary education (total 8 years) in any recognized
institution among those aged 14 years or more.
Literacy rate: Percentage of population aged 7 years or more having ability in reading and writing a
communication letter.
Literate household: Percentage of households having at least one literate person as member.
Net enrolment rate (NER): The net enrolment rate (NER) refers to the number of children aged 6-10 years
currently enrolled in any grade in any school for every 100 children of the same age range.
Net intake rate (NIR): Net intake rate is the new entrants in the first grade of primary education who are of
the official primary school-entrance age, expressed as a percentage of the population of the same age.
Out-of-school children: Children of age 6–10 years who were currently not enrolled in school were
considered as out-of-school children.
Primary education completer: Percentage of population completing the full cycle of primary education in
any recognized institution among those aged 11 years or more.
Real net enrolment rate (RNER): Enrolment of the children belonging to official age group for primary
education at primary classes, expressed as a percentage of the population in that age group.
Secondary education completer: Percentage of population completing the full cycle of primary and
secondary education (total 10 years) in any recognized institution among those aged 16 years or more.
Student-teacher ratio: It is a ratio between number of students and number of teachers at school or system
level. In other words, it is an average number of students per teacher.
Survival rate by grade: Percentage of a cohort of students who are enrolled in the first grade of primary
education in a given school year and are expected to reach a specific grade, regardless of repetition.
Annex 3.1. Percentage distribution of schools by year of establishment, school type and residence, 2014
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