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Abstract 

Inclusion context in education refers to children from different educational needs and 

backgrounds in mainstream classrooms. Children with disability face barriers in educational 

institutions due to their deficiencies and many other social obstacles. Though the education 

policy of Bangladesh includes an inclusive approach, many teachers face challenges teaching 

children with disability at the pre-primary level with all other normal children. The researcher 

conducted a qualitative study to review the inclusive contexts in the pre-primary curriculum to 

find out how inclusivity is addressed in the curriculum. The researcher also intended to 

investigate the practices of learning-teaching strategies of the pre-primary curriculum in regular 

classrooms considering children with disability. The data was collected through classroom 

observation and interviews with class teachers and head teachers from government primary 

schools in Dhaka, Bangladesh. Further, an in-depth interview was conducted with five 

educational experts to obtain their opinion to provide suggestions on the necessity to review the 

provision in the pre-primary curriculum and to suggest the strategies for teachers to address the 

needs of children with disability in inclusive classroom settings. Findings from the study 

explored some issues, such as teachers’ lack of knowledge of the provisions about inclusion in 

the curriculum, lack of teachers’ training on inclusive education and classroom management. The 

research also identified that teachers have limited time and eagerness to prepare differentiated 

planning to deliver lessons for children with disability. The experts opined that the classroom 

teachers need support from special educators or special education support teachers to teach 

children with disability to ensure inclusivity and quality education. 

Keywords: National pre-primary curriculum, Inclusive education, Learning-teaching activities 

and Children with disability 
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Chapter One: Introduction 

 

1.1 Background of the Study 

Pre-primary education focuses on children's overall development building up a healthy 

foundation for lifelong learning. It is an important phase in human development when the 

teachers emphasise developing children's personalities and preparing them for future life 

(Shonkoff & Phillips, 2000). The future generation of any nation is the foremost important 

factor, and the country's future is in their hands. The foundational capacities built during this 

time support the acquisition of key life skills and produce better outcomes that benefit future 

generations (Black et al., 2016). Early childhood care, health, and education (ECCE) have been 

critical for developing these skills, allowing children to achieve cognitive outcomes that facilitate 

and lead to more secure futures (Attanasio, Meghir & Nix, 2015; Engle et al., 2007). 

Pre-primary education is the first step and acts as preparatory to formal education. It is 

the initial part of the widely ranged educational system consisting of the primary, secondary and 

tertiary education. Pre-primary education helps children to learn in early years of their life that 

will lay the foundation for future academic success (Kaul, 2002).  

Early childhood education has a positive impact on the children’s cognitive, social and 

emotional domains. Success at the pre-primary stage, leads towards a more positive access to 

enter the primary level which will ensure quality participation for further academic achievement. 

Pre-primary education facilitates in grooming young minds and provides dynamic and complete 

development, making them confident and curious learners (Ramachandran et al., 2003). 

   The child's growth through continuous experiences, informal learning, and the changes 

that he/she experiences after birth is significantly important for the development of a child. 

Based on the knowledge and skills that the child acquires at every step of change, he/she reaches 
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the next step. The rate of change at the time of beginning is faster and more extensive than the 

rates of change during the other segment of life. Similarly, a child crosses a number of 

significant steps during the pre-primary time span prior to his/her entry into the primary classes. 

The appropriate growth, development and learning of a child at every step lays the foundation for 

beginning his/her primary education [National Curriculum and Textbook Board (NCTB), 2011].  

In order to obtain and ensure a standard for quality learning-teaching, schools must have 

a good curriculum that would guide teachers to enhance the children’s potential to enrich their 

capabilities to make them more self-reliant. Thus, in order to make pre-primary education 

achievable and functional, schools should prioritise in availing a reliable and standard 

curriculum. A curriculum identifies the learning outcomes, core competencies, and standards and 

provides instruction regarding learning-teaching strategies that children need to demonstrate 

before advancing into the next stage (Ornstein & Hunkins, 2018). An effective curriculum 

delivers teachers, students, school authorities and other relevant personnel with measurable plans 

and structures for delivering quality education at the pre-primary level.  

A quality curriculum promotes students to acquire and develop the knowledge, skills, 

values, and associated competencies that are necessary to guide meaningful and productive lives 

fairly and inclusively (Bandyopadhyay & Behera, 2010). The quality of learning achieved by 

students, as well as how effectively students use that learning for their personal, social, physical, 

cognitive, moral, psychological, and emotional development, are illustrated in a curriculum. 

The aim of the pre-primary curriculum is to create a joyful and spontaneous entrance into 

the primary education courtyard by the pre-primary school-age children (5+) and coronation of 

offering assistance to them for their overall development via physical, mental, emotional, social, 

cognitive and linguistic growth and development according to the age and ability in a child-
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friendly and delightful environment and laying the foundation for learning in later life (NCTB, 

2011). 

The curriculum is an area of vital importance to the development of education and it is 

also the means for achieving educational goals. Curriculum includes a set of ideas, content, 

students, their needs and how they learn; about schools, classrooms, teachers, society, and its 

needs and about images of good teaching (Sharma, 2020). An effective curriculum is essential 

for impactful learning and teaching and ensuring inclusion of all learners. 

Inclusion in the education system, as well as pre-primary education, is now addressed 

worldwide. Quality pre-primary education promotes inclusive education and meaningful access 

to formal school education by reducing dropping out, vulnerability, and failure in the later stage 

of education. It also increases the enrollment of the children (Bandyopadhyay & Behera, 2010). 

The concept of inclusiveness has been thought of as an umbrella initiative to offer equal 

opportunity for the participation of all the children and ensure their success while paying respect 

to diversity. It is necessary to prepare a pre-primary education curriculum and to design learning-

teaching methods and materials as will meet the needs of all types of children and those of their 

families and provide opportunities for learning irrespective of their sex, community, colour, 

religion, ability, disability, economic condition. Quality inclusion reflects each and everywhere 

in the education system, such as during the time of constructing the pre-primary curriculum; 

things will be taken into consideration to make it attainable and accessible for everyone. The area 

of reflection and practices of the pre-primary curriculum on the inclusion is vast and immense, 

such as learning-teaching strategies and methods, teaching materials and aids, teachers' quality, 

and even the assessment procedure. The learning-teaching strategies and environment should be 

flexible and consistent with the individual need of the child and the way of his/her learning so 
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that the learning interest of all the children is sustained and learning needs are satisfied. 

Inclusiveness has been followed as a basic principle in the case of this curriculum from its 

inception to its operation at the school and family levels (NTCB, 2011). 

1.2 Statement of the problem 

Bangladesh is one of the overpopulated countries with a significant number of children 

with disabilities. The department of social service (DSS) said that 4,65,693 children have 

disabilities (Chandan, 2021)). The Annual Primary School Census (APSC), by the Directorate of 

Primary Education (DPE) in 2019, collected data on the enrolment of children with special 

needs. There were categorised six types of mild and moderate disabilities included in the APSC 

questionnaire as Physically Handicapped, Poor Eyesight, Short of Hearing, Problem in Speech, 

Intellectual/Mental retarded and Autistics. According to the APSC, the number of enrolled 

children in the pre-primary level was 11,84,310 and the number of children with disabilities was 

25,745 (DPE, 2019). That means more than 2.17% of children who enrolled in the pre-primary 

level had disabilities. However, the real scenario will vary because the census did not focus on 

ADHD, Learning Disabilities, and Slow Learners. The teachers and head teachers in the school 

were not trained to address the disability at the school level (Nath et al., 2014). 

On the other hand, the National Education Policy (2010) and Rights and Protection of 

Persons with Disabilities Act in 2013, approached inclusive education for the children with 

disability in all forms of pre-primary, primary, secondary and higher education for the equal 

opportunity to learn. The NCTB constituted the national pre-primary curriculum in 2011, and 

pre-primary education was enhanced with written guidelines in Bangladesh.  

The National Education Policy (2010) approaches inclusive education for the children 

with disability in all forms of pre-primary, primary, secondary and higher education for the equal 
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opportunity to learn. Later, the NCTB constituted the national pre-primary curriculum in 2011 

for all learners, irrespective of their diversity and special needs. Thus, significant numbers of 

children with disabilities also enrolled in pre-primary education. 

When a child with a disability is enrolled in inclusive education with the normal children, 

they need extra attention and care from the class teachers in the school (Hebbeler & Spiker, 

2016; Holdsworth, 2015). Children with special educational needs have to participate in 

learning-teaching activities and the other normal children. The pre-primary curriculum is a 

constituted document where all procedures and instructions need to be documented in the black 

and white form regarding the learning-teaching activities at the pre-primary level. So, it is 

necessary to find out if a proper guideline is provided in the curriculum and practised 

accordingly in the pre-primary classrooms.  

1.3 Rationale of the Study 

Educational institutions are expected to make reasonable adjustments to allow children 

with disabilities to access education. Reasonable adjustments in this context are open to a certain 

amount of interpretations but are influenced by various considerations. There are several factors 

that the education providers will have to consider while making considerable adjustments in the 

curriculum to accommodate learners with special learning needs (Jebaraj & Sundararasan, 2019). 

There is growing consensus on including children’s sociological, cultural, economic, and 

indigenous backgrounds in public school curricula to meet the individual student's needs to 

prepare them for the environments they will live, work and learn. The primary concern of 

curriculum development is functionality. It means from a rather narrow debate, based on the 

education-integration, to a broader concept of an ongoing dynamic process for addressing all 

learners' diverse expectations and needs. There is a need to re-position the EFA engagement to 
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ensure that inclusive education is perceived as the core of EFA and must be an integral part and a 

cross-cutting dimension of education reforms, from vision to practises. 

Many studies have been conducted on inclusive education by several scholars. However, 

there seems to be little research evidence focusing on the national pre-primary curriculum and its 

accessibility for children with disabilities. This study is going to identify how the children with 

disabilities are addressed in the curriculum and to what extent learning-teaching strategies are 

practised in the classrooms in pre-primary level.  

1.4 Significance of the Study 

This study might impact the learners, teachers and the schools at the pre-primary level 

and draw the attention of the policymakers in order to make necessary changes in the curriculum 

if necessary. 

As educators, selecting appropriate learning-teaching strategies and the learning materials 

needs to be child-centred in an inclusive classroom school environment. Thus the teachers can 

help the children to do their work efficiently. While designing the curriculum, the priority to 

address diversity requires a more in-depth consideration to accommodate all learners. The 

important thing is to let the diverse learners feel that they are welcomed. The teachers can 

conduct the learning-teaching activities addressing the needs of diversified learners and 

accommodate them to the best of their abilities. It may take time for the teachers to learn and 

adapt to new methods and some special techniques. The teachers should be trained to understand 

the requirements of diverse children and should make the necessary adjustments to give them 

better accessibility. Therefore, it is needed to focus on the children with special learning needs to 

take the steps needed to address their additional learning needs.  
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The study will further help to determine whether all the learners with special needs 

effectively get access to the general pre-primary curriculum to adequately harvest the benefits of 

education for the individual learners and the nation's betterment. This research may also 

stimulate other researchers to do similar in-depth studies concerning the curriculum accessibility 

of learners with diverse learning needs from different backgrounds towards inclusivity. 

1.5 General objective 

To explore inclusive provisions in the national pre-primary curriculum and classroom 

learning-teaching practices addressing children with disability. 

1.6 Specific Objectives: 

1. To investigate the provision of the curriculum for children with disability at pre-primary 

level 

2. To explore the inclusivity in the curriculum for the children with disability to address them 

in inclusive classrooms 

3. To what extent learning-teaching strategies are practised in the classroom for the children 

with disability 

1.7 Research Question: 

1. What are the provisions in the national pre-primary curriculum to address the issues of children 

with disability? 

2. How does the curriculum specifically focus on the issues related to disability and inclusion? 

3. To what extent does the curriculum ensure the flexibility in the learning-teaching strategies, and 

assessment process? 

4. How are the teachers conducting learning-teaching activities in the classroom for the children 

with disability? 
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1.8 Overview of the Study 

This dissertation contains six chapters where each stated with the systematic details of 

this conducted research. 

Chapter 1 

The first chapter is 'Introduction', where the background of the study, statement of the 

problem, the rationale of the study, the significance of the study, general objective, specific 

objectives, research questions, and limitations of the study have been described. 

Chapter 2 

In the second chapter, 'Literature Review', related pieces of literature have been discussed 

to clarify the concepts and variables related to the study and justify them. Further, a conceptual 

framework has been provided regarding the study. 

Chapter 3 

In chapter three, 'Methodology,' the research design, research approach, sampling process 

and techniques, tools development procedure and the overall data collection and analysis process 

have been discussed in detail with necessary tables and figures for ensuring better understating. 

Chapter 4  

Chapter four, ' Analysis and Findings', contains the information extracted from the data 

collection process. 

Chapter 5 

The fifth chapter includes the discussion of the findings and recommendations. 

Chapter 6 

The sixth and last chapter consist of the conclusion of the study 
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Apart from these six chapters, required appendixes have been added at the end of this 

report beforehand references that contain the consent letters, the drafts of tools, and so on.  
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Chapter Two: Review of Literature 

2.1 Introduction 

In responding to the diversity of learner needs in the classroom, it is imperative to ensure 

differentiation in curriculum delivery to enable access to learning for all learners. The same 

curriculum can be delivered to all learners while simultaneously providing variations in the mode 

of delivery and assessment processes. Respecting diversity implies a belief that all learners have 

the potential to learn. Barriers to learning arise from the different aspects of the curriculum, such 

as the content, the language, classroom organisation, teaching methodologies, pace of teaching 

and time available to complete the curriculum, learning-teaching support materials, and 

assessment (Department of Education, 2002). As students benefit from a diversified approach, 

several studies pointed out some concepts and methods of quality education such as 

differentiation, individualised learning, and curricular modification to address the needs of 

students with different learning abilities (Leite et al., 2013).  

2.2 Pre-primary Education and Curriculum  

Pre-primary education is the initial and preparatory stage of formal education. It is the 

foundation of the next step of the formal education of primary, secondary, and tertiary or higher 

education. After birth, child growth and development is a continuous process, where a child 

acquires experiences, knowledge, and skills in every stage to enter the next step. During this 

commencement of infancy, the rate of change is more rapid and wide-spreading than in the other 

phase of life. The national education policy refers to pre-primary education as the preparedness 

of formal education. It will assist the child in obtaining mental and physical preparedness in 

order to foster the child's interest in school, curiosity about education, and formation of ideas 

about formal education discipline at a later stage (MOE, 2010). The People's Republic of 
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Bangladesh government constitutes the National Curriculum and Textbook Board (NCTB) as the 

statutory body to construct the curriculum and textbooks for primary and secondary level 

education. In order to meet the global meet, followed by appropriate methods and procedure of 

ECCD (Early Child Care and Development), EDLS (The Early Learning Development 

Standards), research on development, dissemination and implementation of pre-primary 

curriculum, and through reviewing our policies as well as other country's pre-primary 

curriculum, the National Pre-primary Curriculum of Bangladesh is formed. (NCTB, 2011) 

Transforming education in the primary years must build a high-quality education system, 

starting from age three to third grade. It is significantly important to build critical language, 

vocabulary, numeracy skills, and pre-literacy at this stage to overcome difficulties in reading and 

mathematics at the primary level (Lifter et al., 2011). Pre-primary education is also an important 

stage to obtain social and emotional skills, such as following teacher directions, attending to 

instruction, learning to persist, as well as solving problems. The three and four years old 

children, having these skills improve their inbuilt potential for success in the early years. In order 

to higher performing educational continuum, it is important to ensure pre-primary education to 

achieve educational goals throughout the child’s educational experiences. Early childhood 

education is critical for achieving the meaningful and measurable educational goal of bringing all 

children to the normative range in language, vocabulary, pre-literacy, and numeracy skills before 

they enter primary school. (Lifter et al., 2011) 

The curriculum is the constitution of education where everything is illustrated to the 

point. The curriculum discussed what to teach and to whom for what purpose in which condition 

(Yasar & Aslan, 2021). The curriculum explains the learning-teaching environment and teaching 

materials. The content of the curriculum is incorporated for the development of the students' self-



 
 

14 
 

interpretation of understanding, competency, skill and ability, moral value, cultural and social 

norms, and attitudes. According to Ramchandran, Jandhyala & Saihjee (2003) pre-primary 

education is considered to be very important for the child. It is the first step towards entering the 

world of a knowledgeable, healthy, and purposeful life. This education system helps children 

become more independent and confident and promotes the children's overall development. 

According to Hong Kong pre-primary curriculum guide, 2006, Pre-primary education is an 

important stage that lays the foundation for the lifelong learning and development of the person 

and serves as the starting point of formal education that articulates with primary, secondary, and 

tertiary education to form an entire education spectrum. (The Curriculum Development Council 

[CDC], 2006) 

2.3 Pre-primary Curriculum in Bangladesh 

Pre-primary education has a strong and positive impact on further learning during the 

primary level and beyond. The pre-primary curriculum is designed to provide education and 

ensure the child's right to protection, care, survival and preparation for school education through 

play, amusement and introduction to literacy and numeracy, irrespective of the child's physical, 

mental and social status. Global experiences indicate that pre-primary education programmes 

have a significant contribution toward reducing dropouts and grade repetitions. The long-term 

vision of pre-primary education includes ensuring access to preschool programs, and the current 

target is to provide preschool education to all children aged 5+ to below 6 years.  

A child crosses many significant steps throughout the preschool period before entering 

the primary classes. At every step, proper development and learning establish the base for 

beginning a child’s primary education. (NCTB, 2011).The National Education Policy, 2010 of 

Bangladesh suggested one-year pre-primary education for the children of the 5+ age group to lay 
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the foundation for the total development of the personality & lifelong education and provide 

preparedness for the formal primary education. According to The Education Policy, pre-primary 

education is the readiness education and provides the importance of creating an environment 

where the children will acquire mental and physical readiness (Ministry of Education, 2010). 

In Bangladesh, since 1980, various agencies have been operating pre-primary education 

programmes in Bangladesh. All these agencies have been administering the pre-primary 

education programmes prioritising their own importance, status and situation. Among these 

agencies, there was not only a lack of coordination but also varied in respect of the objectives, 

teaching methodologies and curricula. Later the pre-primary education programmes were 

introduced in all the government primary schools but there was an acute need for a curriculum 

that would be standard, universally accepted and implementable. The statutory body, The 

National Curriculum and Textbook Board, is responsible for making school curriculum in 

Bangladesh initiated a frame for the pre-primary curriculum (Banu, 2012; Nath & Roy, 2018). 

To prepare a pre-primary curriculum according to the guidelines enunciated by the Frame-work 

for Conducting and Managing Pre-primary Education 2008, the MoPME formed an 

organisational frame stipulating and distributing responsibilities. The MoPME also constituted a 

technical committee for constructing the curriculum as per the frame. A structure of the pre-

primary curriculum was prepared by this committee reviewing associated policies, educational 

programmes, and curricula for pre-primary education implemented by the research findings, 

documents embodying policies of international organisations, government, and non-

governmental agencies, and pre-primary curriculum of several developed and developing 

country. After formulating the structure, the technical committee passed it to the ‘Curriculum 

Committee’ of the NCTB. (Banu, 2012; Aktar, 2013) 
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2.3.1 Inclusive context in pre-primary curriculum 

Inclusive education is a philosophy of accepting and embracing all learners providing 

impartial and equitable access in the school environment. Inclusive education is a guideline to 

ensure all learners' participation and engage them in the learning-teaching activities under the 

same roof, irrespective of their diversity. The term diversity does not only limited to the group of 

marginalised people who do not have the opportunity in a regular classroom due to their sex, 

colour, religion, economic condition, and language but also includes the children with special 

needs or disabilities (Malak et al., 2013) The goal of inclusive education has been recognised and 

established to take action as a significant catalyst ensuring the accessibility, appearance, 

participation and achievement of all children or students and remove the barrier for the children 

from a diverse background including disability (UNESCO, 1994). The broader philosophical 

perspective of inclusive education is embracing all learners under the same umbrella in a uniform 

educational arrangement, not just including the group of marginalised children in the regular 

classroom (Malak, et al., 2013; Ainscow, 2005). 

The actual journey of inclusive education in written form has begun through the 

construction of the constitution of Bangladesh. In Article seventeen (a) of the constitution, there 

is a clear indication to establish a ‘uniform’, ‘mass oriented’, and ‘universal’ education system 

and extend it towards free and compulsory education for all children by law. Article 28 in section 

three clearly states that the citizens of Bangladesh will have access to any public place or public 

educational institution (Ministry of Law, Justice and Parliamentary Affairs [MLJPA], n.d.). From 

this Article, it is also clear that the accessibility must not restrain due to race, caste, religion, sex, 

place of birth and most significantly, there is the word ‘disability’. That means it is a 
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constitutional right for the children with disabilities towards inclusion to have inclusive 

education in Bangladesh 

In the last three decades, the Government of Bangladesh (GOB) took initiatives to ensure 

education for all as a signatory country of the World Conference on Education for All-1990, 

Salamanca Declaration-1994 and Dakar as a Framework for Action-2000. In 2001, the 

Bangladesh Persons with Disabilities Welfare Act drew attention to children with disabilities to 

promote their inclusion in society. After endorsing the UNCRPD in 2007, the GOB also 

undertook a fundamental review of the situation of children with disabilities to take specific steps 

to provide education through an inclusive approach (Malak, 2013). The National Education 

Policy (2010) also stressed implementing inclusive education in all educational institutions to 

facilitate access for all children from diverse backgrounds into the formal education system 

(MOE, 2010). To ensure equal access to education, UNICEF (2014) also advocates for 

mainstreaming approaches based on child's disability-specific needs and capacities from the pre-

primary level of education. Consequently, many educationists, policymakers, teachers, and 

parents preferred placement for children with disabilities in formal education classrooms. Thus, 

the number of special needs children enrolled in pre-primary schools has increased (MOPME, 

2019). When children with disabilities are in formal education, they require specialised support 

to achieve their full potential (Hebbeler & Spiker, 2016). It is well established that if they get 

facilities to adapt to the classroom environment, they are more likely to do better in future. 

According to the national education policy (2010), primary-level teacher education institutions 

must have teacher educators who train teachers on inclusive education to develop knowledge and 

understanding of teaching and handling children with disabilities in their classrooms (Ahsan & 

Sharma, 2018). 
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Utmost consideration is given towards inclusive education. The concept of inclusiveness 

is offering the equal opportunity of participation and paying respect towards diversity. In order to 

meet the learning needs of the all children irrespective of their religion, community, colour, 

ability, sex and economic condition, it is necessary to prepare pre-primary curriculum and design 

learning-teaching methods and materials. To sustain learning interest and satisfy the learning 

needs, the learning environment and the learning-teaching strategies are needed to be flexible 

and related to the individual’s way of learning. Inclusiveness has been considered as a basic 

principle of the pre-primary curriculum from the commencement to operation at the school level 

(NCTB, 2011).  

In the education policy 2010, there is emphasis on inclusive education focusing on 

children who are excluded from mainstream education. The ideas were derived from research on 

positive outcomes of inclusive education in educational institutions. The research finding also 

supported that there are opportunities for all children to participate in the same education 

program together with different assessment methods.  

Regarding the assessment of students’ learning achievement, the pre-primary curriculum 

(2011) has a specific focus on inclusive education. It includes necessary guidelines on the major 

areas of inclusive education and preparing teachers' guides, textbooks, and learning materials. 

The teachers’ guide is important to help the teachers in their teaching-learning process for 

effective transaction of the curriculum. While preparing the teacher’s guide, the curriculum 

provides instructions to create effective scopes to implement the ideas of inclusive education. 

Similarly, while preparing textbooks,  
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2.3.2 The main aspect learning-teaching process  

The learning-teaching process is one of the major components and a substantial part of the 

curriculum. There are several instructions about the learning-teaching process in the pre-primary 

classrooms in the curriculum. According to the curriculum, the learning-teaching activities should 

be designed so the learner can acquire the competencies and achieve the specified learning 

outcome. The teachers also need to focus on creating a child-friendly environment in the 

classroom, maintaining it, and becoming friends with the children. The teacher will talk, react, and 

communicate with the child to have faith in him and full confidence as they rely on the parents 

and other close or intimate family members. As a facilitator, the teacher will create a child and 

learning-friendly educational environment in the classroom where the learners will spontaneously 

and actively participate in various activities (NCTB, 2011).  

According to the curriculum, the teacher training, workbooks, classrooms, furniture, 

learning-teaching materials, toys, etcetera are significantly important for successfully 

implementing the pre-primary curriculum (CDC, 2006). The teachers should also use teaching-

learning materials effectively and appropriately in the learning-teaching process. The foundation 

of child development and learning depends on academic activities. It is also subjected to non-

academic pursuits such as continuous interaction with the various toys, experimenting with 

adequate learning-teaching materials, playing with different things, handling various objects, 

etcetera. All these teaching aids and supplementary things play an effective role in the learning-

teaching process, whether these are academic or non-academic pursuits. Effective learning 

teaching materials can create opportunities for children to actively participate in games, plays, and 

different activities in the classroom that can assist their sound growth and development (NCTB, 

2011). 
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2.3.3 Guidelines for developing learning-teaching materials 

In the national pre-primary curriculum, teachers and the learning-teaching materials are 

the two most important things for the successful implementation of the curriculum. The 

curriculum's main vehicle is learning-teaching materials. The curriculum is implemented through 

the learning experiences that the teacher organises and conducts in the classroom with the help of 

learning-teaching articles. In other words, the teacher uses teaching to implement the curriculum. 

The curriculum's main vehicle is learning-teaching materials. The curriculum is implemented 

through the learning experiences that the teacher organises and conducts in the classroom with 

the help of learning-teaching articles. In other words, the teacher uses teaching to implement the 

curriculum. Teachers, guides, textbooks, and teaching articles are the most common learning-

teaching materials in pre-primary education. The primary objective of developing learning-

teaching materials is to facilitate students achieve the learning outcomes described in the 

curriculum matrix, concoct effective teaching-learning strategies, and identify content/subject 

matter (NCTB, 2011). 

2.3.4 Guidelines for assessment 

The national pre-primary curriculum (2011) has stated that assessment is an important 

and integral part of the curriculum. It is essential to assess the learning environment and the 

overall implementation situation and assess the child's learning progress for assessing the pre-

primary curriculum. The primary goal of the curriculum is to ensure that the child makes the 

desired progress in learning, which is impossible to achieve without providing the right and 

appropriate learning environment and curriculum implementation strategies. 

The effective and successful implementation of any curriculum depends on three factors: 

firstly, to ensure that the child acquires the desired skills and competencies and the learning 
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outcomes; secondly, to ensure a just learning environment and thirdly, to ensure the rightness 

and validity of the curriculum with its other components like teaching-learning materials, 

learning-teaching methods/techniques and teacher competencies. The learning environment is 

crucial for helping the child acquire the expected learning outcomes. The learning environment 

has three main things: the physical scope, learning-teaching process and inter-personal 

evaluation and directly influence the attainment of the desired learning outcomes. 

The learning-learning methods, the learning-teaching materials, the teachers' skills, and 

the curriculum are important for the education system at the pre-primary level. It is necessary to 

assess the importance of desired learning outcomes or skills defined in the curriculum and the 

extent to which they are appropriate for children of this age group and sufficient for child 

development.  

The learning-teaching strategies proposed in the curriculum or teachers' guides are 

influenced the children's achievement, and the child's learning is directly dependent upon the 

teacher's skill in conducting the lesson. Ensuring the validity of the overall planning and 

management system is important for the successful implementation of the pre-primary education 

programme. However, the successful implementation depends on the assessment procedure and 

strategy. The curriculum stated informal and continuous assessment for the learners. The 

continuous assessment contains observation, oral, written, portfolio and assignment. The 

following figure can show a clear picture of the assessment method.  
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Figure 2.1 

Assessment Strategy and Method 

 

Along with the informal assessment the curriculum (2011), has also described and 

focused on the continuous assessment. For continuous assessment, it is necessary to preserve the 

data on a child’s learning progress. This data is useful in this case, the assessment activities may 

be conducted with the help of assessment tools to be prepared using specified indicators. The 

following strategies may be used for the continuous assessment according to the national pre-

primary curriculum (2011). 

2.3.4.1 Observation. The most suitable technique for assessment at the pre-primary stage 

is observation. The children try to achieve the learning outcomes through various activities in the 

classroom. Such activities cannot be tested oftentimes through written or oral tests. In such cases, 

the teacher can assess the child’s progress through observation. The teacher will constantly use 

his/her observation to assess the achievement of the learning outcomes and to ascertain the 
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child’s mental and physical capability and learning level. To observe the child, it is useful to use 

an observation table where daily or weekly updated information could be enlisted in the table. 

2.3.4.2 Oral. Through the written test, some learning competencies can not be assessed, 

such as recitation of rhymes, following instructions in performing tasks, role-playing, and 

singing. The teacher will assess these activities orally. In the case of such assessment, the 

indicators like the right answer, correct pronunciation, comprehensibility, audibility, clarity, and 

self-confidence may be considered. 

2.3.4.3 Written. Some learning competencies like scribbling, drawing pictures and 

diagrams, and writing a letter or a word can not be assessed orally and hence should be tested 

using written tasks. The indicators of the completion of the task are clarity, neatness and 

understandability. 

2.3.4.4 Portfolio. A portfolio is an assemblage of the works done or things prepared by 

the children. The use of such portfolios may help review the children's learning constantly. 

2.3.4.5 Assignment. To assess the achievement of some learning outcomes, the children 

may be given assignments. The learning outcomes such as being able to collect information 

through observation and discussion; being able to guess, explain and draw conclusions on the 

basis of experience could be considered for assignment. Assignments may help to measure the 

attainment of learning experience by the child and his/her progress in learning. 

The curriculum has mentioned that the assessment system at the pre-primary level should 

be developed considering the above mentioned methods for all learners. The curriculum has also 

stated specific instructions for children with disability, for example, the teacher can assess the 

children with disabilities based on their academic levels or abilities.  
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2.3.5 Directions for inclusive education 

Special emphasis has been provided on inclusive education in the curriculum for pre-

primary education. In the Bangladesh context, the directions for inclusive education encompass 

necessary guidelines in the four areas (i. gender equality and equity; ii. Vulnerable children; iii. 

Children of small tribes; iv. Children with special needs) of inclusive education. According to the 

guidelines directed/stated in the pre-primary curriculum, the textbooks, teachers’ guides, 

workbooks, teaching aid, and learning teaching materials may be prepared. (Aktar, 2013) 

2.3.6 Guidelines about inclusive education 

Bangladesh Government is committed to creating the scope for a standard primary 

education through pre-primary education and has recently taken the initiative to implement an 

inclusive education programme. But the fundamental human right to receive basic education for 

all children has yet not been ensured. Currently, about 3.5 per cent of children are not enrolled in 

primary school (Nath et al., 2014). Despite their attendance at school, we have once again been 

unable to ensure that all children participate equally in the teaching-learning process. Following 

careful consideration of these issues, the government has developed inclusive education 

programmes and launched initiatives to put them in place, allowing all children to attend school 

and participate in educational activities on an equitable basis. 

The Compulsory Primary Education Act of 1990 states that no child will be denied access 

to primary education because of their gender, age, income, family, culture, or ethnicity. From 

pre-primary to primary level, the government is committed to providing opportunities for 

standard education. In conformity with these commitments, the government has declared its 

oneness towards various international declarations, principles, and policies, such as Education 

for All, the Millennium Development Goals, and the United Nations Charter on Children Rights, 
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1990. The main principles of these national and international laws, policies, and universal 

declarations have been incorporated into the National Work Plan (2002-2015) in order to ensure 

that all children receive a standard education. A National Seminar on Inclusive Education was 

held in 2003 at the initiative of the Inclusive Education Core Group of Bangladesh. Experts and 

specialists in the field of inclusive education, such as University teachers, representatives from 

GOs, NGOs and development partners, attended the seminar. This seminar produced an 

operational definition of inclusive education in Bangladesh. (Malak et al., 2013) 

Inclusive Education is a method of delivering education. This delivery mechanism 

recognises each child's unique needs and potential, reduces or eliminates all related barriers, and 

includes all children eligible for primary education. With the help of educational opportunities, 

the mechanism aims to bring about the most positive change in the life of the concerned child. 

Children admitted into schools but are unable to complete their education due to a variety of 

reasons. Again, children who have not been admitted to the school. They may have educational 

opportunities if their families, communities, schools, and education systems become more caring 

and responsive to their needs. 

Ensuring no child is excluded from the opportunity to receive an education because of 

their social, economic, ethnic, linguistic, or religious differences from the mainstream population 

is the main proportion of inclusive education. The inclusive education notion also guarantees that 

no child is denied an education because of their mental disposition, emotion & feeling, or any 

other difference. 

The children who are mainly considered for inclusive education are generally deprived of 

education, backwards socially and economically, mentally and physically disabled, and belong to 

small ethnic and minority religious groups. All these categories of children together may be 
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called disadvantaged. Besides all these, gender-issue is treated as an all-embracing matter. To 

honour the Bangladesh Government’s commitments and proclamations of identity with the 

national and international charters, declarations, and policies and implement the provisions of the 

conventions ratified by the GOB, the Ministry of Primary and Mass Education inserted a work 

plan and superstructure of inclusive education named “Strategies and Action Plans for Inclusive 

Education” in the Second Primary Education Development Programme (PEDP-II) (Directorate 

of Primary Education [DPE], 2007).  

The “Strategies and Action Plans for Inclusive Education” embraces four areas of 

inclusive education:  

2.3.6.1 Gender equality and equity. The issue of equality between sex, or impartiality 

between men and women, has been treated as a cross-cutting matter. 

2.3.6.2 Vulnerable Children. Vulnerable children are those who have been denied 

access to education due to various factors, including social and economic disadvantages, 

geographic, linguistic, ethnological, and social handicaps. 

2.3.6.3 Children of small tribes. Besides most Bangla-speaking mainstream population, 

there are about 40 tribal groups of people who have their own dialects/regional languages. Their 

environment, culture & lifestyles, including their religious rituals, are full of diversities. Because 

of their tribal characteristics, languages & ethno-geographical conditions, they are called small 

ethnic groups.  

2.3.6.4 Children with special needs. The mental, physical, intellectual, and verbal 

conditions of children determine the nature of their special needs. Again, the nature of the special 

needs is defined by the strategy for meeting them and the opportunity to cultivate them. Children 
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with special needs are defined as children who have special learning needs and who require 

special aid in order to learn. (NCTB, 2011; DPE, 2007). 

2.3.7 Children with special needs 

The People's Republic of Bangladesh recognises education as a basic human right in the 

constitution. The government has enacted laws and established educational policy guidelines to 

ensure that every child's right to education is realised. Bangladesh is a very populous country 

with limited resources to achieve its educational goals. Even back then, the country has achieved 

noteworthy success in primary education. There has been no significant progress recorded in 

ensuring the educational rights of children with special needs. However, the country's 

government has taken steps in this respect and formulated the Bangladesh Disabled Persons 

Welfare Act, 2001. The importance of education for disabled children was also emphasised in 

the National Education Policy of 2010. 

Along with various national commitments, Bangladesh has also declared oneness of 

identity with the UNESCO educational conference held in Salamanca, Spain, named ‘World 

Conference on Special Needs Education: Access and Quality'. 

These are the children who need special consideration and aid due to some kind of 

disability, impairment or handicaps, physical, mental, intellectual, listening, or hearing in nature, 

which hinders their way of receiving education in the educational institutions for their normal 

peers. However, such disabled children can get the education with other normal children in the 

schools of the common stream if they (the former) can be offered some kinds of special 

aid/assistance to cross over their barriers. Children with mild and medium types of disability are 

encouraged to participate in mainstream primary education in the country. (Rich-Orloff, 2010) 
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2.3.8 Guidelines on disabled children 

While formulating the pre-primary curriculum (2011), the importance of education of the 

children with special needs has been considered very seriously. Though the domains of education 

and the learning outcomes have been formulated with the normal children in view, the issues of 

equality and equity among all the children have been spotlighted and emphasised in preparing 

textbooks, teachers' guides, and teaching aids/materials. The following guidelines should be 

considered honestly in order for children with special needs to be easily brought into and 

absorbed into the mainstream. 

First, the curriculum has been formed keeping in view the growth and development of 

normal children and their learning needs. Nevertheless, the teachers can facilitate the 

participation of the disabled children in the classroom activities and learning-teaching process by 

choosing proper learning-teaching strategies, techniques and planned activities. For example, a 

child with a disability for bodily movement may not be in a position to develop motor skills to 

the level of normal children, but such a child can be given more importance in other class 

activities, like composing a continuous story and narrative. Teachers' guides should include 

instructions on how to use learning-teaching programmes and planned activities for disabled 

children. 

Second, to ensure that disabled children are treated equally to other (normal) children, 

instructions on preparing learning materials and selecting teaching aids should be issued. It 

should also be ensured that the contents of textbooks are useful for developing empathy and 

friendship with other children towards the disabled children. Textbook authors and editors 

should care and exercise wisdom in this regard. To make mainstreaming easier for disabled 

children, the language of presentation in textbooks and illustrations with pictures/diagrams 
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should depict the positive aspects of disabled children. There should be no negative connotations 

about disabled students in any instructional materials or teaching aids. 

Third, though the base of assessment in the pre-primary education is a ‘criterion 

referenced assessment’, different procedures may be used for assessing the children with special 

needs. The strategies and methods for assessment may be selected considering the child's overall 

situation. 

2.4 Pre-primary Curriculum in International Perspective  

2.4.1 India 

India defines preschool education as the education imparted to children aged three to six 

years which is the initial stage of organised education and is also known as pre-primary 

education (NCERT, 2019). It is provided in any settings, such as anganwadies, preparatory 

schools, kindergartens, nursery schools, montessori schools, preschools, and pre-primary 

sections in government, and non-government schools. The vision of the preschool is to promote 

access to universal, equitable, contextualised and inclusive learning opportunities for ensuring 

the holistic development of all children between the 3–6 years age group. The principal aims of 

preschool education are to provide strong foundations for total development and lifelong learning 

and prepare the child for school. The objectives of Indian preschool education are; to ensure a 

child-friendly environment, enable a sound foundation for good health, help the child become 

effective communicators and  become involved learners, enable a smooth transition of children 

from preschool to primary schools and work as partners with parents and the community to 

enable each child to flourish. It is the right for every child to be provided with opportunities for 

all-around growth and development in order to reach their full potential. The early years are 

significantly important for human growth, development, and learning for all, including children 
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with special needs due to disabilities. The all-around abilities that emerge in the 3 to 6-year-old 

age group are the foundations for later academic and life success. Children develop their working 

memory, focus their attention, and gain self-control through creative play, well-thought-out 

games with appropriate adaptations for children with special needs, and developmentally 

appropriate activities. Children's executive functions and self-regulation skills lay the 

groundwork for them to become confident and efficient learners later in life. They also naturally 

learn to accommodate differences (learning styles) among themselves (National Council for 

Educational Research and Training [NCERT], 2019) 

In light of new developments and emerging needs in preschool education, efforts are 

being made to ensure that the current curriculum is holistic, developmentally appropriate, 

indigenous, and, most importantly, play and activity-based. The preschool curriculum of India 

(2019) has focused on disabilities in the learning-teaching strategies, assessment procedure. As a 

result, the curriculum is based on the following principles: 

Learning is ongoing and cumulative: Learning starts at birth and continues throughout 

one's life. Early care and stimulation have a cumulative impact on children's development 

because they learn through their senses and stimulation. It is essential to provide optimal 

stimulation to children, including those with special needs or disabilities, during their early years. 

 Article 41 of the Indian constitution clearly stated that within the limits of the 

economic capacity and development, the state must make effective provisions to secure the right 

to work, sickness, old age, and disability and in 2009 India addressed education as a Right in 

their constitution through amendments (Dawn, 2014). The NCERT has incorporated the possible 

modification and adaptation as per the needs of the children with disability. 
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2.4.2 Hong Kong 

In Hong Kong, children are encouraged to attend pre-primary classes at age 3. However, 

in response to the preference of many parents for matching the age of children entering the pre-

primary level, the minimum age for children has been relaxed to two years and eight months 

from September 2021 (www.gov.hk, 2022). Children's characteristics and developmental needs 

are seen through the lens of child development psychology and the families and social-cultural 

contexts. Children are the heart of the learning process. In the pre-primary curriculum guide of 

Hong Kong, the family, school, and society mainly influence the learning and development of 

children including the children with disabilities. Appropriate coordination among the three 

factors will enable children to develop their potential and lead a healthy life, based on the major 

premise of understanding and respecting children. Children will be well prepared for lifelong 

learning if they develop good learning habits and a desire to learn. (CDC, 2006). In Hong Kong, 

pre-primary institutions should provide care and appropriate learning opportunities according to 

their potential to prompt the interest in learning and enable a balanced development in physical, 

intellectual, ethical, social, and aesthetic aspects to all children as well as children with special 

The CDC (2006) mentioned that pre-primary educational institutions need to be focused on 

comprehending children's family backgrounds as well as establishing the partnership with 

children's parents and family members who are important for the children's development. In 

addition, to understand the immediate social environment and necessities and utilise the 

community resources appropriately. Moreover, grasping the existing trends of the children's 

early childhood education to elucidate their mission and design the curriculum. 

Children will be well-prepared for life due to these efforts and become proactive, self-

motivated, responsible citizens and lifelong learners. Their learning and development are deeply 
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influenced by the people and things they encounter at home, school, and society. (ECD, 2006). 

On the basis of CDC 2006, the curriculum development council of Hong Kong had constructed 

and updated a new curriculum for kindergarten education in 2017 (CDC, 2017).  

In CDC (2017), the curriculum has addressed the unique ability of the children and 

suggested to provide the effective education for the according to the capability, interest of the 

children with diversity. The assessment procedure also needs to be conducted as per the 

individual’s ability of the children. 

2.4.3 Australia 

Australia is a developed country in the world. Quality of pre-primary education for 

enriching the children's learning is shed light by the government of Australia. In 2009, 

Australia's first national Early Years Learning Framework was published for early childhood 

educators. This framework was developed with significant input from the early childhood 

academics, early childhood sector, and Australian state and territory governments by the Council 

of Australian Governments (Banu, 2012). According to the Department of Education, 

Employment and Workplace Relations for the Council of Australian Governments (DEEWR, 

2009), the aim of the framework is to create successful learners, confident and creative 

individuals, active and informed citizens. The purpose of this document is to assist and guide 

educators in providing opportunities for children to reach their full potential and lay the 

groundwork for future academic success (DEEWR, 2009). The framework emphasises that early 

childhood is a fundamental stage of a child's learning and development; as a result, it serves as 

the foundation for pre-primary education, ensuring that all children in all education and care 

centres receive quality learning and teaching practices and feel safe, secure, and supported. The 

framework, in particular, has placed a focus on play-based learning approaches, as well as the 
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development of children's communication and language abilities, including literacy and 

numeracy, as well as their social and emotional development (Banu, 2012). This Australian 

national framework categorises children's lives into three categories: belonging, being, and 

becoming (DEEWR, 2009). It recognises children's interdependence with family, neighbours, 

and community members, as well as the origins of relationships to establish identities. Being 

acknowledges the impact of place and time in the lives of children, whereas becoming 

emphasises children's learning through full and active participation in society (Banu, 2012). 

This framework addressed inclusion and respect for diversity including disability in the 

principle of the framework. The framework also stated that during curriculum decision-making 

disability needs to be included in the learning-teaching activities, play, co-curricular and various 

activities. Children including disability would be assessed through gathering and analysing 

information as evidence about what children know, can do and understand. Assessment is the 

part of an ongoing cycle that includes planning, documenting and evaluating children’s learning 

(DEEWR, 2009). The framework also identified that the recent approaches of assessment 

included examining the learning strategies too, where the children use and reflecting ways in 

which learning is co-constructed through interactions between the educator and each child. Used 

effectively, these approaches to assessment become powerful ways to make the process of 

learning visible to children including those with special needs and their families, educators and 

other professionals (DEEWR, 2009). 

2.4.4 Singapore 

Singapore is situated in South-East Asia in the world map with rich racial and cultural 

diversity such as Chinese 75%, Malays 13.6%, Indian and remaining 8.8% and 2.4% from the 

other ethnic group. Since 2000, Singapore's pre-primary school landscape has evolved and 
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changed at a faster rate than before. The desire to improve the quality of pre-school education is 

reflected in the implementation of new policies and initiatives (Ting, 2007). The development of 

the policy has resulted in significant modifications in various aspects of Singapore's pre-primary 

education quality standards. In 2003, Singapore constructed A Framework for a Kindergarten 

Curriculum in Singapore for the children in order to assist the teacher at the kindergarten level to 

provide the high quality of early childhood education (MoE, 2003) and in 2012, the Ministry of 

Education of Singapore also developed a guide for parents under the framework for kindergarten 

curriculum (MOE, 2012).  

The child care centres in Singapore, licenced by the Ministry of Community 

Development, Youth and Sports (MCYS), provide care and education to children aged two 

months to six years. On the other hand, Kindergartens are registered with the Ministry of 

Education and provide education to children aged four to six (Ting, 2007). 

Singapore also addressed that quality early childhood education is important in forming 

the child’s lifelong learning abilities. Learners are the centre of their learning process. They 

understand the importance of catering to various learners including disabilities and the 

importance of employing flexible strategies in order to promote effective learning (Ting, 2007). 

In this learning process, teachers see themselves as facilitators. Following the focus on learners, 

the kindergarten curriculum must consider the needs for knowledge, skills, and dispositions to be 

developed through a variety of methods and strategies to accommodate individual differences 

(MOE, 2003). The aim of pre-primary education is to support and foster the children’s holistic 

development and the love of learning. The goals are divided into six broad areas, to obtain 

aesthetic and creative expression, discovery of the world, language and literacy, development of 

motor skills, numeracy, and social and emotional development (MOE, 2003). Teacher with the 
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collaboration of the parents will help the child to acquire these goals of the curriculum. The 

children learn better through observing, exploring, imagining, discovering, investigating, 

collecting information and sharing knowledge. So, the curriculum suggested to provide the 

opportunities to perform these aspects of the learning for all learners. The children with special 

needs are also addressed in the assessment procedure and the learning-teaching activities. The 

school environment and participation focused on all children with or without disabilities. 

In Singapore, service training was ad hoc and introduced more than fifty years from now 

(1970) in Singapore for the pre-primary teachers. The teacher would undergo fundamental in-

service training programmes regarding pre-primary teaching ranging between 60 to 120 hours 

(Khoo, 2004). In 2001, a new teacher-training framework was introduced with the least 

professional qualification of pre-primary teachers. In the framework, it was stated that the 

‘Certificate in Pre-school Teaching’. The training was more than 470 hours (Khoo, 2004). All of 

the principals of the schools must meet more than 1200 hours of a two-tier diploma training as 

well as the diploma in pre-primary teaching, which was more than 700 hours. In addition, there 

was also included leadership training in pre-primary education for 500 hours by January 2006 

(Ting, 2007). Further, the MOE declared that by January 2008, 25% of pre-primary class 

teachers had to go through a diploma in pre-primary education-teaching. In addition, all other 

class teachers had to obtain a certificate-trained. A handsome remuneration also is provided to 

encourage the teachers in the diploma (S$15,000) and in the certificate (S$7,500) to ensure the 

qualified teachers and professionals at the pre-primary level who would be able to create an 

appropriate learning environment for all children including disabilities (Ting, 2007).  
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2.4.5 United States of America (USA) 

The United States is a developed and advanced country in the field of the education 

system as well as the pioneer in addressing and including the children with disability in the 

education system. The USA has taken various initiatives since 1975 in the field of disability, 

under the Public Law (PL) 94-142, Education for All Handicapped Children Act (EAHCA) was 

enacted by the Congress of USA (Gamson et. al., 2015). Later, the federal government had 

enacted PL 99-457, under which the early intervention service was introduced in 1986 for the 

children with disabilities (Hebbeler et al., 2012). Later, the IDEA (Individuals With Disabilities 

Education Act) under the same P.L. 99-457 had introduced and provided an educational 

guideline for the children with disability. The USA addressed fourteen categories of disability 

(Hebbeler et al., 2011). From IDEA, part C is the programme for infants and toddlers focusing 

on early intervention for the children with disability aged from birth to three years (Bruder, 

2010). Through this programme, children with disability have been provided with a federal grant 

for early intervention (Hebbeler et al., 2009) and reduced the later educational costs by 

minimising their needs in regard to inclusion (U.S. Department of Education, 2009a). The IDEA, 

Part B, is the services for the school-aged children from three to twenty-one, including preschool 

education. The government is responsible for the educational cost of children with disability. 

IFSP (Individualised Family Service Plan) and IEP (Individualised Education Program) are 

mandatory for the children with disability as per the needs of the child and its family (U.S. 

Department of Education, 2009b). Support teachers, specialists, modified curriculum, curriculum 

adaptation, special assistantship, IEP, after-school programmes as well as partial inclusion also 

focused on the educational system as per the necessity of the children with disability (California 

Department of Education, 2010; California Department of Education, 2011). The preschool 
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curriculum 2010 has focused on social-emotional development, language and literacy, English-

language development, and Mathematics for all children, including children with disability. The 

preschool curriculum 2011 has emphasised visual and performing arts, physical development, 

health and nutrition for all. The children with disability addressed each and every area of the 

preschool curriculum and provided the assessment procedure too with examples. The USA also 

updated the Diagnosis and Statistical Manual from DSM-V to DSM-5 for mental disorders, 

which was constructed by the American Psychiatric Association to assess the children with 

mental disorders and understand their mental condition (Pomeroy, & Anderson, 2013).  

2.5 Practices of Pre-primary Education in Bangladesh  

The practices of the pre-primary curriculum significantly depend on the teachers' 

knowledge and acquaintance with the curriculum and its contents, as well as the application of 

their understanding in the classroom. The curriculum is a critical component because it informs 

teachers about the goals, content, and learning competencies of pre-primary education (Banu, 

2012). It also identifies and clarifies issues related to children's learning achievements, teaching 

processes, organisation of the classrooms, textbooks and materials, and teacher-student-parent 

relationships (Weikart, 1989). Because the curriculum is linked to the quality of pre-primary 

education (Catron & Allen, 2008), and teachers must have a thorough understanding of the 

curriculum, which necessitates their active participation in its development.  

The teachers in pre-primary classrooms are the key persons for the children’s educational 

life (Eriks-Brophy & Whittingham, 2013). It is important for effective classroom teaching 

practice that the class teacher has the right knowledge and skills of the pre-primary curriculum. 

The class teachers’ knowledge of contents and approaches of teaching can work as an effective 

resource in pre-primary schools. The level of their understanding regarding the context and the 
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children’s ability significantly influence their teaching practices as well as quality of pre-primary 

education. It is needed to understand the lesson appropriately in order to practise teaching in the 

classroom (Banu, 2012).  

Bangladesh has made substantial progress in the last few years in having established pre-

primary education and enrolling young children in pre-primary settings. A large number of 

initiatives were undertaken to ensure the quality implementation of PPE. To implement a quality, 

universalized pre-primary education programme, the GoB has created additional assistant teacher 

positions of 37672, one for each Government Primary School (GPS). During the PEDP-III 

period, the DPE completed the recruitment of 34,895 assistant teachers and conducted fifteen 

days of basic teacher training. Furthermore, DPE has already submitted a proposal to the 

MoPME for 25800 pre-primary school teacher positions for the Newly Nationalised Primary 

School (NNPS), awaiting approval (Jewel et al., 2020). 

Variety of seating styles found by Nath et al. (2014) in the pre-primary classrooms. In the 

government primary schools (GPS),  64.1% of the children of the pre-primary level sat in rows. 

The U-shaped seating style was observed in 19.4% of the classrooms. The percentage of the 

children sitting in small groups was 4.5, and 12% percent of the classroom had the seating 

arrangement in a large group. There are also a number of seats in the pre-primary level, such as 

plastic mats, jute made mats, benches, chairs, floor, and others. In 83% of GPS, boys and girls 

sat together, and others had a different classroom system or came to the school on a morning-day 

basis. Pre-primary classes were held in classrooms in the vast majority of cases; however, in 

10.8% of cases, school verandas, head teachers' offices, school roofs, stair boxes, or open spaces 

were used. Government schools had an average of 1.3 teachers for pre-primary school children, 

with about 70% of the teachers being female. (Nath et al., 2014).  It is also found by Nath et al. 
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in 2014 that the majority of the schools had access to drinking water, and 69.5 percent had 

sanitary restrooms. The majority of these were shared by all students (pre-primary and primary), 

which presented challenges for pre-primary students due to their age and height. 38.3 percent of 

the schools had age and height appropriate drinking water facilities, and 59 percent of the 

schools had toilet facilities. In 37.2 percent of the schools, a first-aid kit was available. Each 

classroom had an average of 28 students, although 27 could easily be seated where the rate of 

attendance is 52.5%.  

2.5.1 Learning-teaching activities 

Teachers at the pre-primary level were better educated than those at non-government or 

NGOs schools (Nath et al., 2014). The teachers are trained with fifteen days of training (Das et 

al., 2021). In the pre-primary level, hoisting the national flag and singing the national anthem in 

schools cultivate the love for the country, including its history, people, and heritage. Although 

the pre-primary children, only 28% had national flag hoisting as a regular ritual, the children 

sang the national anthem of 72.8% of the schools. Physical exercise plays an important role in 

early childhood development. It is arranged in school fields or in the classrooms. Sometimes, it is 

done along with curricular activities. In the majority of the cases, the schools arranged physical 

exercise without any materials. On average, two-thirds of the schools had physical exercise as 

part of school activities (Nath et al., 2014). Exercise and play are part of the child’s learning-

teaching activities. The national pre-primary curriculum clearly stated that children would 

participate in various play, games, and role-play and flourish their potential with collaboration 

during these activities. Aamar Boi (my book), published by the Directorate of Primary 

Education, was used at the pre-primary level and each of the schools received 30 notebooks, 
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some pencils, alphabet charts, ludo, balls, and skipping rope from the upazila or thana education 

office each year.  

In the pre-primary level of GPS, the teaching was mostly limited to Bangla alphabets, 

mathematical numbers, reciting rhymes, and drawing various objects (Nath et al., 2014). 

Sometimes the class teacher read the alphabet and numbers aloud, and the students collectively 

recited them. The study by Nath et al. also finds (2014) found that the teacher asked the children 

to read the alphabet and numbers from the charts hung on the walls. The children at the pre-

primary level sometimes did so collectively and sometimes individually, as the class teachers 

instructed. The teacher recited a rhyme line-by-line, and all of the children followed him/her. It 

was also found that the teacher wrote the numbers 11 to 15 on the blackboard and asked the 

children to copy them on their workbooks several times. The teachers sometimes called the 

students to the blackboards and asked them to write the alphabet or numbers of the teachers’ 

choice. The teachers intend to ensure the participation of all students in these activities of the 

learning-teaching. For the slow learner in the classroom, additional care was limited to asking 

them to read or write repeatedly. The same was done to those who did any mistake. The teachers 

also praised those students who performed well. In any of these classrooms, no group work or 

peer work was found in the study. Activities like singing, telling stories or rhymes, play or drama 

was totally absent. Everything was book-based. There was no activity outside classrooms as well 

as found no variation in teaching style (Nath et al., 2014), though the learning-teaching activities 

outside of the classroom, role play, playful activities, co-curricular activities are an important 

part and parcel for pre-primary education (Das et al., 2021). 
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2.5.2 Assessment process  

The teacher assessed students regularly in different ways in the classroom. Teachers also 

praised the students as and when necessary, especially when the children could provide correct 

answers to their questions, whether oral or written and a good portion of the teachers’ time in the 

classrooms is spent checking students’ work (Nath et al., 2014). In order to keep the students 

busy, the teachers often offered them more written work, which was not always possible to check 

with adequate attention. children were seen making noise, quarrels or gossip among them while 

the teacher was checking their copybooks. The study also showed that no introduction was given 

before moving from one subject to another, and no group work was seen during the observation. 

Due to the congested sitting arrangement, it was not always possible to administer any group 

work. Nath et al. also found in 2014 that the teacher focused on English during the teaching as 

well as the emphasis was given to memorisation and rote learning rather than understanding. It is 

found from the study by Nath et al. (2014), that there is a provision of homework at the pre-

primary level for all students including slow learners and disabilities. Class teachers provided the 

task for the home and checked the next day through asking and observation. The teacher used to 

provide the home task on a regular basis and focused more on the classroom's academic 

activities. The teacher also emphasised on the formal assessment procedure for all. It was also 

found during the study that eighty-eight percent of the government schools practised various 

forms of student assessment at the pre-primary level. This assessment procedure includes 

classroom assessment, half-yearly examination and final examinations in written form. The 

assessment procedure also contains an oral test like reciting rhymes from the textbook. The 

regular attendance of the children also counts as a component of the assessment strategies (Nath 

et al., 2014).  
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2.5.3 Challenges of Addressing Children with disability  

There are many challenges that affect implementation of the curriculum and provision of 

meaningful education. These challenges relate to working with parents, resources at school, 

educational administration, attitudes in the schools and communities and providing education for 

all (Ojala, 2004). The study revealed that especially pupils with diversity tend to be poorly 

catered for through the current education provision. Ojala (2004) maintains that there seems to 

be inconsistency in the government’s actions and policies in terms of addressing education in an 

inclusive context. There is a need for monitoring schools, allocating funds and resources equally 

and sharing information. The study however suggested that meaningful education does not only 

demand more resources but rather good planning and committed actors. 

In five EU countries - Spain, Ireland, Italy, Malta and Portugal - about 40% or more of 

fathers of children aged 3 to 6 years obtained only lower secondary education or less. The other 

major challenge facing European education and training systems is to compensate for any 

differences in pupils’ backgrounds which could place certain groups at a disadvantage. In spite 

the various difficulties some EU countries have been made them universal access in pre-primary 

school to unravel all troubles such as France, Italy and Belgium (Commission of the European 

Communities, 2008) 

2.6 Conceptual Framework of the Study 

The study intends to investigate the provision of the pre-primary curriculum for the 

children with disability. Through this study, the researcher also intends to explore the inclusivity 

of the curriculum. This study also focuses on reviewing innate direction and instruction in the 

curriculum regarding the children with disability and observes its practices in the learning-teaching 
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activities by the class teacher in the pre-primary classroom for the children with disability 

accordingly. 

Figure: 2.2 

Conceptual Framework of the Study 
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Chapter Three: Methodology 

 

The systematic steps taken to conduct a research study in order to reach the findings in a 

logical scientific approach are referred to as research methodology (Patel & Patel, 2019). It is an 

analytical and scientific approach for objectively gaining a thorough understanding of the topic 

by logically adapting multiple stages. The methodology is the theoretical analysis of a set of 

processes and principles associated with a field of study (Igwenagu, 2016). The inclusion of a 

methodology chapter in a research report, which legitimises the validity and reliability of the 

overall study to the readers, is a guideline composed of specific procedures that help to 

determine, set, proceed, and analyse information related to the studied topic. It also explains how 

data for a study is gathered. It is a detailed action plan that's kept track of in order to meet the 

study's defined research goals. In this systematic and scientific structure, the nature, purpose, 

process management, and technique of monitoring efforts to attain objectives in performing 

particular research are all integrated. Simply said, it is a method of analysing, explaining, and 

anticipating events that are related to the studies. The methodology section enables to illustrate 

and explain the process or work plan used to arrive at the conclusions for the chosen research 

problem, as well as make it clear and authentic to the audience (Rajshekar et al., 2016). 

A concrete designed methodology can easily provide the proper understanding of the 

methods used in the study. The research aimed to investigate the provision of the national pre-

primary curriculum for learners with disability at the pre-primary level, explore the inclusivity of 

the curriculum for the children with disability in inclusive classrooms and find out the practice of 

the learning-teaching activities in the pre-primary classrooms. 
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3.1 Nature of the study  

For the study, data were collected from primary sources and secondary sources. Initially, 

the pre-primary curriculum of Bangladesh and other countries, different kinds of scholarly 

literature, and policy were reviewed according to the contexts on the topic of the research 

considering national and international perspectives. Again, document analysis was conducted to 

gather existing knowledge and define the central concepts for the study in the context of 

Bangladesh. Then the schools were selected purposefully, where the children with disability 

enrolled in the pre-primary classroom, to find out how the teachers were conducting learning-

teaching activities for them through classroom observation to develop a detailed understanding 

of the practise of the pre-primary curriculum in an inclusive context. In order to develop an in-

depth exploration of a central phenomenon, qualitative research is effective (Cresswell, 2012), 

which was also needed for the study. Besides, the teacher, head teacher and expert were 

interviewed with an open-ended interview schedule to assemble the empirical data to get a clear 

understanding of the research area and to answer the research questions accordingly. A 

qualitative research design was used while conducting the study. 

3.2 Area of study 

The study was conducted in Dhaka district which consists of 17 educational thana 

according to DPE in Dhaka Division of Bangladesh. Among the 17 educational thana, five 

educational thana were selected purposively and from each selected thana, one government 

primary school was selected purposively. So, five government primary schools (GPS) were 

selected through purposive sampling technique considering enrolled children with disability. 

Details of the selected schools are shown in Table 3.1. 
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Table 3.1 

Area of Study 

Division District Area Location Number of Schools 

Dhaka Dhaka 

Cantonment Thana Uttara 1 

Lalbagh Thana  Lalbagh 1 

Dhanmondi Thana Dhanmondi 1 

Gulshan Thana Badda 1 

Mirpur Thana Mirpur 1 

Total Number of the Schools 5 

 

3.3 Population of the Study 

The study was conducted at the pre-primary level in five government primary schools. 

So, the children with disability, normal children, and class teachers who taught at the pre-

primary classroom constituted the population of the study. The head teachers of the selected 

schools were also participants in the study. The experts who are quite knowledgeable, skilled and 

experienced in the area of curriculum, disability, pre-primary education, special education, 

inclusive education, learning-teaching strategies and assessment and the inclusive environment 

of the classrooms were also an integral part of the study.  

The selection of teachers and children had gone through the following considerable facts 

as the findings of the research were generalised among them. 

1. Teachers who were teaching in the pre-primary classroom in government primary schools 

in Bangladesh 

2. Children with disability and normal children of pre-primary level 

3. Head teachers of the government primary schools in Bangladesh  
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4. The experts in the areas of curriculum, pre-primary education, disability, special 

education, inclusive education, learning-teaching strategies and assessment and the 

inclusive environment of the classrooms 

3.4 Sample and Sampling Techniques 

In a qualitative study, it was a critical decision to determine the number of participants 

for the study to interview and observe (Kuper, et al., 2008). Sampling was done systematically 

using the purposive sampling technique (Stenius, et al., 2017). The sampling process was guided 

by the research objectives to answer the research questions, so that enough data were collected 

for the research. 

3.4.1 Sampling Classroom Observation 

To fulfil the research objectives, it was essential to observe the classroom activities to 

collect the information regarding the practices of the learning-teaching strategies and assessment 

process in the classroom for the children with special needs. From the classroom observation 

schedule, the participation in the learning-teaching activities of all learners including children 

with disability were monitored. How did they respond to the instruction? What kind of activities 

were enjoyable for them? Further, what kind of playing activities were accessible for all 

children? All these answers could be found in the classroom observations. Activities in the 

classroom might vary from area to area, even on a day to day basis. In order to get the overall 

picture of the classroom activities, five schools were selected purposively from the five 

educational ehana in the Dhaka district. Moreover, the classroom activities were needed to be 

observed for five days to get the complete scenario. The first two days were needed for rapport 

building with the children and teachers in the pre-primary classrooms. From day three, the class 

teacher and the children were habituated to have another person in the classroom with them, and 
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they felt free to act as they liked. Sample type, sample size, sampling technique, data collection 

tools and research methods of the classroom observation in the selected primary schools are 

shown in Table 3.2. 

Table 3.2 

Sample and Sampling Technique and Data Collection Tools for classroom observation 

District Area of School Sampling 

Technique 

Data 

Collection tool 

Number of 

School 

Number of 

Class Observed 

Dhaka Cantonment Thana Purposive 

Sampling 

Observation 

Schedule 

1 5 

Lalbagh Thana  1 5 

Dhanmondi Thana 1 5 

Gulshan Thana 1 5 

Mirpur Thana 1 5 

Total number of Classroom Observation 25 

 

3.4.2 Sampling of Class Teachers and Head Teacher for Interview   

Class teachers and head teachers were selected purposively in order to get the total view 

of learning-teaching strategy through the classroom activities and inclusiveness of the 

government primary schools. Schools were selected from the five educational thana of the Dhaka 

district purposefully to get a full scenario. Selected schools’ head teachers and the class teachers 

of the pre-primary classrooms were interviewed. As the study focused on the flexibility of the 

learning-teaching strategy, assessment process to the children with special needs, so it was 

essential to interview the teachers regarding their teaching strategies and instruction procedure 

along with the classroom observation. Head teachers and class teachers of the GPSs were 
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interviewed with an open-ended interview schedule, whose classroom was observed previously. 

Open-ended interview schedule was used to get the in-depth data from the teachers as the 

research was qualitative in nature. Data collection method, sample type, sample size, sampling 

technique and data collection tools in the selected schools are shown in Table 3.3. 

Table 3.3 

Sample and Sampling Technique,  and Data Collection Tools for Interview  

Method 

of Data 

Collection 

Type of 

Responden

t 

Tools of 

Data 

Collection 

Technique 

of 

Sampling 

Sample 

Size in 

each 

School 

Total 

selected 

Schools and 

Sample 

number 

Total 

Respondent 

Interview Pre-primary 

Class 

teachers 

Open-ended 

Interview 

Schedule 

Purposive 

Sampling 

1 5 5×1=5 

Interview Head 

teacher of 

Primary 

School 

Open-ended 

Interview 

Schedule 

Purposive 

Sampling 

1 5 5×1=5 

 

3.4.3 Sampling of Experts for Interview 

After collecting data from selected primary schools, the researcher also selected five 

experts who have both theoretical and practical knowledge and experience in the area of 

learning-teaching strategy, children with special needs, special education, assessment 

procedures, pre-primary curriculum and who also have expertise in inclusive education. 

Purposive sampling was selected as a technique to select the experts; as the research required 

experts fulfilling the criteria of having pedagogical knowledge, skills and expertise in the field of 

teaching-learning process, pre-primary curriculum, disability and inclusive education. 
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The sample for the study consists of three categories, such as class teachers, head teachers 

and experts. The purposive sampling technique was followed to select respondents from all 

categories of the sample. The researcher collected data from five government primary schools in 

five purposefully selected thana in Dhaka district. Sample type, sample size, sampling technique, 

data collection tools for experts are shown in Table 3.5.  

Table 3.4 

Sample, Sampling Technique, and Data Collection Tools for Experts  

Methods of 

Data 

Collection 

Type of 

sample 

Tools for Data 

collection 

Sampling 

technique 

Sample size  

Interview Experts  Open-ended  

Interview schedule 

Purposive 

Sampling 

        5 

 

3.5 Methods and Tools of Data Collection 

The researcher collected data from both secondary and primary sources for the study. 

Secondary data were collected through published document from different sources such as the 

pre-primary curriculum of India, preschool curriculum framework of Hong Kong, Australia and 

Singapore, related literature on curriculum, disability, inclusion, the constitution of Bangladesh, 

EFA (1990), Salamanca declaration (1994), CRPD by the United Nations, Operational 

framework for pre-primary education (2008) by DPE, National Education Policy (2010), Person 

with Disabilities Rights and Protection Act- 2013, Neuro-developmental Disability Trust Act- 

2013, Integrated/Special Education Policy except for NDD- 2018 (Draft), journal articles, books 

and book-chapters and academic theses. On the other hand, the primary data were collected 

through classroom observations and interviews, including class teachers, head teachers and 
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experts. The methods for data collection were selected systematically and purposefully to gather 

information to find the answers to the research questions (Kuper et al., 2008). The data sources 

and the data collection methods are presented in the following figure. 

Figure 3.1  

Methods of Data Collection for the Study 
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Figure 3.2 

Tools of Data Collection 

 

3.5.1 Classroom Observation 

The researcher observed five consecutive classes in the pre-primary level in each selected 

school to cover the variations of the learning-teaching activities in the pre-primary classrooms 

(Stenius et al., 2017) as well as the playing activities, assessment procedure addressing the 

children with disability. After taking consent, the researcher started to observe the teaching 

activities of the pre-primary class. Usually, when someone new comes into a classroom to 

observe, the presence might impact the classroom activities more or less (Wragg, 1999). So, 

before classroom observation, the researcher talked to the children at the pre-primary level, 

briefly, to make them felt at ease about the situation that someone had been observing the 

classroom activities and sitting in the corner of the classroom with the children. On the first two 

days, the researcher observed the full class (two and half hours each) informally to make the 

situation comfortable for the teacher, the children as well as the researcher but took note 

regarding special activities that engaged the children, including the children with disability in a 
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joyful way. Before entering the classroom, the researcher discussed with the class teacher about 

the children who were lagging behind and the teacher usually faced difficulties engaging the 

children in the classroom activities and what kind of special needs children were enrolled in the 

pre-primary class. 

The researcher observed classes from the third day on and started collecting data. During 

classroom observation, the researcher used an observation schedule that focused on collecting 

data about learning-teaching strategies mentioned in the pre-primary curriculum, assessment 

procedure, and participation of the children with special needs in routine activities stated in the 

class routine of the pre-primary class. 

As the study focused on the children with disability in the classroom, the researcher 

mainly focused on the activities and participation of the specific children in the classroom. The 

researcher followed the qualitative method of classroom observation focusing on the significance 

of any event or activity, searching for the reasons or meaning of anything happening in the 

classroom. The researcher also applied the technique of collective interpretation of events if 

anything was confusing, as Wragg (1999) stated. For example, the researcher also took notes 

when necessary about any event that was needed for further clarification from the teacher or 

children. After completing the classroom observation, the researcher asked questions about any 

particular issue afterwards when the participants had a suitable time. According to Wragg 

(1999), it is essential to understand the plan behind the activities during learning-teaching 

activities, and it is necessary to translate data very carefully later on. 

3.5.2 Interview 

Open-ended questions are generally asked to generate unbiased responses, whereas 

closed-ended questions may push the participants to respond differently during the time of 
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interviewing (Creswell, 2012). An open-ended question allows respondents to react in a variety 

of ways. The interview schedule was developed in search of the answer to the research questions. 

The open-ended interview questionnaire was developed easily and understandably for the 

participants. 

3.5.2.1 Interview of Teachers. In order to collect in-depth data from the class teachers 

teaching at the pre-primary level, interviews were conducted. While taking the interviews, the 

researcher was always aware of maintaining reflexivity and thus, tried to avoid either 

assumptions for any answer or biases by the interviewees (Hsiung, 2008). 

The researcher interviewed the class teacher after completing all the classroom 

observations. Five pre-primary class teachers were interviewed from five selected GPS in total. 

While taking an interview, an open-ended interview schedule was used. The interview questions 

were focused on learning-teaching strategies mentioned in the curriculum, activities for engaging 

children with disability, and assessment process. Further, the researcher had some notes from 

classroom observation that needed discussion with the class teachers for clarification; if so, those 

issues were also discussed while interviewing. The researcher also used probing questions rather 

than being confined to the interview questionnaire (Bass et al., 2010). 

3.5.2.2 Interview of Experts. After collecting data from selected schools, the researcher 

analysed data at the initial stage to explore the challenges in the teaching-learning process for the 

children with special needs. Then the researcher selected five experts who have expertise in early 

childhood education, curriculum, special education, disability and inclusive education. 

The researcher used an open-ended interview schedule, including the issues and findings 

derived from data collected for the study. The experts gave their opinion about possible ways 

toward the learning-teaching strategies and assessment procedures in order to the inclusion of 
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children with disability in mainstream education. They also suggested the conceivable 

opportunity to engage them appropriately in the pre-primary classroom and remove the barriers. 

 3.6 Preparation and Planning 

As the study focused on the learning-teaching strategies for the children with special 

needs in the pre-primary classroom, the researcher had to confirm that children with special 

needs were enrolled in a school before selecting any school for data collection. First of all, the 

researcher had to visit a school and conduct introductory sessions with the head teacher and the 

class teacher of the pre-primary classroom to explain the objectives of the study. Then, the 

written consents were taken from the parents, head teacher, class teacher, and most importantly, 

verbal consent from the classroom children before conducting the classroom observation. 

Sometimes the class teacher faced difficulty in addressing the children with a disability. 

However, when it was explained that the children with hyperactivity or the class teacher faced 

difficulty to engage any children in the daily classroom activities like ID, slow learner or lagged 

behind than other children or did not provide attention to the class teacher, the teachers said that 

s/he had such kind of children in the classroom. After discussing with the guardian, when it was 

confirmed that the children with special needs were enrolled in the pre-primary classes, the 

school had been selected for the study. The school was selected purposely to collect data for the 

study. 

3.7 Data Collection Procedures 

The details of the data collection procedure needed to be documented clearly and 

elaborately. Interviews and observation are the primary sources of data collection (Jaycox et al., 

2011). Various documents from scholarly articles, government documents, constitutions, books, 

journals, and policies are the secondary sources of data collection (Malak et al., 2013). The 
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national pre-primary curriculum, curriculum and curriculum framework of the other countries 

were also reviewed for this study. In the study, data had been collected in both ways. 

3.7.1 The Process of Curriculum Review 

First, the researcher thoroughly went through the National pre-primary curriculum of 

Bangladesh between the lines. Then the pre-primary curriculum of India, Hong Kong, Australia 

and Singapore was reviewed through a thorough curriculum review guideline (Chance & Peck, 

2015 & Virginia Department of Education, 2007) in order to get the idea of a global perspective. 

In addition, related literature on children with disability, inclusive education, and practice of 

curriculum in the classroom was studied to understand the current trends and perspectives of the 

pre-primary curriculum in the context of inclusion to get the minimal view of global perspectives 

towards inclusion.  

The constitution of Bangladesh, EFA (1990), Salamanca declaration (1994), CRPD by 

the United Nations, Operational framework for pre-primary education (2008) by DPE, National 

Education Policy (2010), Person with Disabilities Rights and Protection Act- 2013, Neuro-

developmental Disability Trust Act- 2013, Integrated/Special Education Policy except for NDD- 

2018 (Draft) are also studied the to get a proper and clear inclusive lens to review the national 

pre-primary curriculum. All these documents provided a concrete sense of the review of the pre-

primary curriculum showing what was included in the curriculum already and what was needed 

to be included furthermore to make the curriculum more inclusive for all. Then the provision of 

the pre-primary curriculum of Bangladesh, specific focus on the issues related to disability and 

inclusion, and the flexibility of the learning-teaching strategy and assessment were reviewed 

with the inclusive lens in order to answer the first three research questions. 
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3.7.2 Document analysis 

The researcher reviewed conventions, laws and policies for children with disability in 

Bangladesh and many other developed and developing countries. 

Table: 3.5 

The Domains of Documents for Analysis 

Related Document Content 

National Pre-primary 

Curriculum of 

Bangladesh 

- Aims and objectives pre-primary education 

- Principles of pre-primary education 

- Main principles for Learning-Teaching Strategies 

-Teaching-learning materials, supplementary materials 

- Instructions for parental involvement 

- Instructions for assessment 

- Techniques for successful curriculum implementation 

- Instruction for Inclusive Education 

Teachers’ Guide - Guideline for teaching at pre-primary level 

Textbook, workbook - Textbook and workbook of the pre-primary class 

Documents - The constitution of Bangladesh 

- EFA (1990) 

- Salamanca declaration (1994) 

- Convention on the Rights of Persons with Disabilities (CRPD) 

- Convention on the Rights of the Child (CRC) 

- Operational framework for pre-primary education (2008) by DPE 

- National Education Policy (2010) regarding pre-primary level 

- Person with Disabilities Rights and Protection Act- 2013 

- Neuro-developmental Disability Trust Act- 2013 

- Integrated/Special Education Policy except for NDD- 2018 (Draft) 
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3.7.3 Procedure of Data Collection from the Field 

In order to find out how the class teachers were conducting the learning-teaching 

activities and practising at the pre-primary level, an observation schedule was prepared for the 

classroom observation to observe the learning-teaching activities in the pre-primary classroom 

conducted by the class teachers. At the pre-primary level, five consecutive classes of the class 

teacher were observed to assemble in-depth data on teaching-learning activities, assessment 

process, and engagement of children with special needs in classroom activities along with play 

and games. After completing the five classroom observations, the researcher conducted an 

interview with the class teacher at the teacher's suitable time without hampering regular school 

routine. The class teachers were interviewed on an open-ended interview schedule regarding 

their learning-teaching activities and differentiated learning-teaching strategies, instruction and 

- Language policy (languages used while teaching and learning, use of 

sign language, use of Braille, other alternative/augmentative 

communication); 

- Curriculum policy (any special curriculum, any guideline to support 

children with developmental delays, provisions regarding promotion to 

next grade, any part of the national curriculum disallowed for certain 

groups, any additional curriculum entitlement);  

-Teacher education policy for teaching students with disabilities  

-Policy on qualifications required of any specialist teachers for children 

with disabilities 

Curriculum 

Review 

(International 

Perspective)  

- Review of the pre-primary curriculum and the curriculum framework 

of India, Hong Kong, Australia, Singapore and USA. 
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assessment methods for the children with special needs in the classroom. When the teacher's 

interview was completed in a selected school, the researcher conducted another interview of the 

head teacher with the open-ended interview schedule regarding his/her initiatives and providing 

instruction to the pre-primary class teacher in regard to the inclusion of the children with special 

needs in the classroom and the school. After finishing all these activities in all selected schools, 

the researcher analysed data initially to explore the hinders of the children with disabilities for 

the participation in learning-teaching activities and the assessment procedure of the all learner 

specially for the children with disability for inclusivity. In order to understand and create the 

right opportunity for the children with disability at the pre-primary level,  an open-ended 

interview was conducted with the experts in the respective fields. The experts were selected 

through purposive sampling. The researcher presented the facts and challenges from the schools' 

findings to the experts in order to get their input on how to meet the needs in these respective 

areas. The experts were interviewed individually at their convenient times. The researcher 

suggested and did some modifications in the area of learning-teaching activities, assessment 

process, provisions addressed to the issues related to disability and inclusive education and again 

discussed/shared with the experts. Based on the findings from document analysis, empirical data, 

and experts’ opinions; the researcher made some recommendations at the end of the study. 

3.8 Data Analysis 

The data gathered from a number of documents review and fieldwork were analysed 

qualitatively using a thematic analysis approach. Collective data provided a picture of existing 

provisions in the curriculum that address the issue of children with disabilities, learning-teaching 

strategies and assessment methods in an inclusive context. The data also showed the qualities 
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and shortcomings of current curriculum practices used by class teachers and head teachers in 

these five different schools. 

The study followed a systematic way of data analysis. In qualitative research, the 

transparency of the analysis is a crucial factor. It means that the researcher would provide 

necessary information step by step on how the analysis was done, which could provide a visible 

insight to other readers (Stenius et al., 2017). Soon after collecting data, the researcher 

interpreted them on the same day they were collected. The data gathered from classroom 

observation, class teachers’ interviews and head teachers’ interviews to answer the research 

question were analysed thematically. According to the data collecting tools and responses of the 

respondents, themes and subthemes were identified by the researcher for thematic analysis. 

Following each theme, data collected from classroom observation were correlated with class 

teachers’ interviews and head teachers’ interviews. Several sub-themes were derived from those 

themes, and they were also described according to the responses. Classroom contexts were 

highly prioritised while explaining every theme and subthemes. Respondents’ opinions were also 

mentioned in the form of quotation form and were required to support the themes and subthemes. 

Although the number of respondents was not too large to represent the whole scenario of the 

country, the in-depth and detailed data derived by the researcher using the research tools and 

respondents were able to answer the predefined research question.    

The researcher used data triangulation techniques while analysing data to explore the 

answer to the research questions from different contexts (Kuper et al., 2008). It involved the 

acquisition of data collected from different sources, such as classroom observations, interviews 

with class teachers, interviews with head teachers and the interview with experts to describe 

major findings from the study (Tan, 2019). The triangulation of the data was used to ensure the 
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correlation among the different sources of data. Classroom observation helped the researcher to 

get data from the real scenario of the learning-teaching strategy and assessment methods 

practised in the classrooms to triangulate data with the responses of class teachers and head 

teachers during the interview. Moreover, observing five classrooms of the class teacher ensured 

the possibility of a more realistic scenario. The class teachers’ interviews provided an 

opportunity to get detailed explanations about the teachers’ activities in the classroom in several 

contexts. Besides, findings from head teachers interviews were correlated to classroom 

observation and class teachers’ interviews to get an explanation about learning-teaching 

activities and the participation of the children with disability in the classroom activities in the 

classroom. Alongside, opinions and recommendations of experts mostly reflected the findings 

from the other three tools. The data triangulation technique is shown in Figure 3.3.  

Figure 3.3 

Levels of Data Triangulation 
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3.9 Data Coding 

Coding is important to analyse data and make it clear to other researchers. This research 

coding procedure (Orwin & Vevea, 2009) was followed carefully in a planned and specific way. 

Coding is a part of qualitative research. In the study, data were coded by the consecutive number. 

In this study, data were coded by consecutive numbers. Data coding is shown in Table 3. 

Table 3.6 

Data Coding 

Categories Area of school Coding number 

School Cantonment Thana, Lalbagh Thana, 

Dhanmondi Thana, Mirpur Thana, 

Gulshan Thana  

GPS1, GPS2, GPS3, GPS4, 

GPS5 

Class teacher Cantonment Thana, Lalbagh Thana, 

Dhanmondi Thana, Mirpur Thana, 

Gulshan Thana  

CT1, CT2, CT3, CT4, CT5 

Head teacher Cantonment Thana, Lalbagh Thana, 

Dhanmondi Thana, Mirpur Thana, 

Gulshan Thana  

HT1, HT2, HT3, HT4, HT5 

 

Experts were selected purposefully for the study. They had interviewed with an open-ended 

interview schedule. Excerpts were from early childhood education, disability, special education, 

curriculum, and inclusive education for this study. The expertise of the expert are following, 
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Table 3.7 

Coding of Experts 

Area of expertise Coding Alphabet 

Special education, disability, curriculum, inclusive education  Expert A 

Early childhood education and curriculum Expert B 

Inclusive education, early childhood education, disability and curriculum Expert C 

Curriculum, early childhood education and inclusive education Expert D 

Disability, special education, and inclusive education Expert E 

  

All of the selected experts had versaille expertise in the field of selected areas. Such as the 

expert in the field of special education, also expert in disability, curriculum and inclusive 

education. Again the experts in the field of inclusive education, also had expertise in  early 

childhood education and curriculum. For this qualitative research, experts were coded 

alphabetically. 

3.10 The matrix of research methodology 

The research design matrix, which is a systematic method for planning a research study 

that consists of the goal, objectives, definitions, variables, method and tools of the study. In the 

research design matrix, the components of the study fitted into rows and columns systematically. 

Furthermore, as a result, the research design matrix encapsulated the research design and what 

the researcher intended to do. Logic and reasoning were materialised in the research study from 

the beginning of the planning process that developed based on the arrangement of the various 

concepts involved (Choguill, 2005). The matrix of the research methodology is shown in the 

table 3.8. 
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Table: 3. 8 

The Matrix of Research Methodology 

Objective Source/Participants Method Tools 

To investigate the existing 

provision in the pre-

primary curriculum for 

the children with 

disability 

  

Pre-primary 

curriculum, class 

teacher, head 

teacher, and experts 

Review of relevant 

documents, interview 

of class teacher, head 

teacher, and experts 

Document review 

guideline, Open 

ended interview 

schedule 

To explore the inclusivity 

of the curriculum for the 

children with disability 

  

Pre-primary 

curriculum, head 

teachers, class 

teachers, experts and 

children including 

children with 

disability 

Review of relevant 

documents, teacher’s 

interview, head 

teacher’s interview, 

expert’s interview, 

classroom observation 

Document review 

guideline, 

observation 

schedule, open 

ended   interview 

schedule 

To what extent learning-

teaching strategies are 

practised in the classroom 

for the children with 

disability 

The head teachers, 

class teachers, all 

children including 

children with 

disability 

  

Classroom 

observation, class 

teacher’s interview, 

head teacher’s 

interview. 

Observation 

schedule, open 

ended  interview 

schedule 

 

3.11 Ethical Consideration 

It is essential to follow research ethics to ensure that the research work does not harm the 

participants or the environment (Archer, 2019). Similarly, the researcher followed some 
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procedures, such as obtaining participant consent, maintaining confidentiality, appropriately 

interpreting data, and securely storing data (British Psychological Society, 2013). A letter was 

provided to the school's HT about the purpose and significance of the study and also mentioned 

the respondents' identity to remain classified for their social context. Informed consent was taken 

from the head teacher, class teacher, and the parents of the children before they participated in 

the study. Furthermore, the children were also part of classroom observations, so verbal consent 

was also taken from the children before the classroom observation. It was also mentioned to the 

participants that they had the full right to conclude their participation anytime whenever they 

wanted during the study. In this study, data were collected by giving thorough concentration and 

importance to the participants. At the time of classroom observation and interview and more in 

the paper, entirely concerned not to state anything associated with participants' cast, religion, sex, 

ethnicity, and cultural issues. During the expert interview, it was maintained that the participants 

would not feel any discomfort taking part in this research. The interview took place wherever 

and whenever the expert felt comfortable answering the questions. Sincere gratitude was also 

expressed verbally and in black and white to all the participants in the study, providing valuable 

time and active participation. The researcher also ensured the privacy and confidentiality of the 

collected data to the participants. Thus, the participants felt free and safe to participate in the 

study.  

3.12 Limitations 

It is essential to document the limitations regarding this study. Data was collected from 

the government primary schools (GPSs), not from other schools such as newly nationalised 

primary school (NNPS), non-government organisation (NGOs), non-government schools, 

kindergarten, mosque based schools or others. The study was conducted in schools of Dhaka 
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district only. Though the government primary schools have some similar rules, regulations and 

practises all over the country, there were also differences regarding areas, infrastructures of the 

schools, qualifications and training of teachers and some other aspects. Therefore, the findings 

from the study might not be generalised for the whole country. Another limitation of the study is 

that teachers' factors were not analysed, such as age, gender, educational background and 

teaching experiences, which may impact the ways they conduct the learning-teaching strategy in 

their pre-primary classrooms. 
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Chapter Four: Analysis and Findings 

This chapter presents the predominant findings from the collected data through a 

qualitative analysis process. The researcher collected data from the respective areas and 

participants and then analysed to get the answers to all research questions. The study also 

considered a good amount of detailed information from the secondary data gathered from the 

literature review relevant to the pre-primary curriculum, inclusivity, learning-teaching strategies, 

assessment, and inclusive education for children with disabilities. The research findings 

investigate the existing provisions regarding special needs and disability in the pre-primary 

curriculum, differentiated practices of the learning-teaching strategies and assessment methods 

practised in the pre-primary classrooms. The researcher collected data through classroom 

observation, teachers' interviews, head teachers' interviews, and experts' interviews for this study 

and gathered from fieldwork were analysed qualitatively using the thematic analysis approach. 

Furthermore, the researcher included an inclusive learning matrix as per experts opined. The 

analysis of curriculum and major findings are described below according to the themes derived 

from the collected data. 

4.1 Analysis 

Pre-primary curriculum in Bangladesh is based on Early Learning Development 

Standards (ELDS) which are expected standards of achievable knowledge, skills and behaviour 

for children of one-eight years. The ELDS had been developed for monitoring early childhood 

development programs as well as to assess child development and their learning progress. 

According to ELDS, the child development process had been categorised into four domain areas, 

such as i) Development of bodily motion and ability for movement ii) Development of social and 

Emotional Skills iii) Development of Language and Communication Skills and iv) Cognitive 
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Development. These four domains had been further divided into eight learning areas. These were 

the following, 

1. Bodily motion and ability for movement 

2. Social and emotional 

3. Language and communication 

4. Pre-mathematics 

5. Creativity and aesthetics 

6. Environment 

7. Science and technology 

8. Health and safety 

Several achievable competencies were specified for every domain of learning mentioned 

above. Again, more than one learning outcome, learning-teaching strategy and planned activity 

had been identified for every achievable competency. More than one learning outcome could be 

achieved through a particular planned activity. Similarly, one learning outcome could be 

acquired through more than one planned activity. 

The researcher reviewed the achievable competencies, learning outcomes, planned 

activities, and learning-teaching strategies in the curriculum to explore the inclusive context of 

the curriculum as per the experts opined regarding learning activities mentioned in the national 

pre-primary curriculum, which could be practised in classroom learning-teaching activities 

where necessary and appropriate for the children with disability as per the need of the learners. 

The adaptive and modified activities toward effective inclusion in the context of Bangladesh for 

the children with special educational learning needs (children with disability) are shown in Table 

4.1. 
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Table: 4.1 

Curriculum Review 

National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

1. Bodily motion 

and ability for 

movement 

1.1. The child will be 

able to move & walk, 

run, play, do physical 

exercises & take part in 

various activities 

1.1.1 Be able to move & walk keeping 

balance (walking on uneven path, walking 

on one foot, walking when blindfolded, 

jumping, walking up & down, walking in 

a zigzag course, stopping suddenly & 

changing direction) and be able to run 

Teaching strategy should be adapted with 

relevant/appropriate/need based/peer 

support/sighted guide/equipment for children 

with Visual Impairment. 

1.1.2 Be able to take part in daily chores 

(putting in order the books etc. pouring 

water in pots & watering plants, taking 

bath, etc.) 

For children with NDD teaching strategy should 

address/include individual support, task 

analysis and reinforcement 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

1.1.3 Be able to play local and other games 

Few games highlighted (Dariabandha, 

Shatchara, Dorilaaf) are not appropriate for 

children at the pre-primary level along with VD, 

HD and NDD. Latim game is pretty much 

dangerous whereas interactive games and peer 

centric indoor games like Loodu, Rumal Khoja, 

Openti Baouscop, Kanamachi, Passing the 

Pillow would be more preferable for their 

development. 

1.1.4 Be able to undertake different 

physical exercises 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

1.2 The child will be 

able to hold, draw and 

make different things 

1.2.1 Be able to hold properly pencils, 

eraser (Rubber), Chalk, painting brush, 

etc. 

For special needs these skills have to be 

supported by teacher or/and peer with special 

support for children with VD. 

1.2.2 Be able to draw with the help of 

crayon, pencil & paint brush and paint 

For special needs these skills have to be 

supported by teacher or/and peer with special 

support for children with VD. 

1.2.3 Be able to hold, sort out and arrange 

freely small pieces of stones (pebbles), 

seeds, blocks 

Special need children will require guided 

support of peer as well as teachers. 

1.2.4 Be able to make toys with clay or 

pulp as they wish (freely) 

Safety Scissors for children should be used 

along with guided support of teacher as well as 

peer for free play with clay or pulp. 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

1.3 Will be able to work 

using the different 

sense organs and their 

coordination 

1.3.1 Be able to do different works using 

eyes and hand and their coordination 

For special needs these skills have to be 

supported by teacher or/and peer with special 

support for children with VD. 

1.3.2 Be able to tell the characteristics of 

different things by touching but without 

seeing these 

Children who are hyper sensitive (autism) has to 

be carefully addressed while conducting these 

activities. 

1.3.3 Be able to identify different odours 

by smelling them. 

Children who are hyper sensitive (autism) have 

to be carefully addressed while conducting these 

activities. 

1.3.4 Be able to see closely things, scenes 

or events 

Special need children will require guided 

support of peers as well as teachers. 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

1.3.5 Be able to identity different types of 

food by taste (sweet, hot, sour, bitter, 

saltish) 

Children who are hyper sensitive (autism) have 

to be carefully addressed while conducting these 

activities. Children with VD will require guided 

support from teachers as well as peers. 

1.3.6 Be able to identity the sources of 

sound by listening 

Children who are hyper sensitive (ASD) has to 

be carefully addressed while conducting these 

activities. Children with VD will require guided 

support from teacher as well as peer. 

     ‘Bodily motion and ability for movement’ is important for a child’s growth, gross-motor and fine-motor activities. The 

curriculum had emphasised the physical activities at the early level of education, which is essential, according to the experts. 

However, the physical activities and proper growth of the children with disability should be focused on as per their needs and 

ability. The class teacher should consider the child’s present condition and plan effective physical activities, exercises, play and 

games for the children with special needs. 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

2. Development 

of Social and 

Emotional Skills 

2.1 Children will be 

able to communicate 

and behave with the 

seniors by adhering to 

social manners, 

customs and norms. 

2.1.1 Will be able to form the habit of 

saluting seniors. 

For NDD and VD children, teacher will guide 

the student through physical and verbal prompt 

alongwith roleplay. 

2.1.2 Be able to exchange greetings 

During role play, teacher will initiate with 

assurance the proper participation for children 

with special needs. 

2.1.3 Be able to exchange views with 

seniors (talking, expressing feeling) 

 

2.2 Children will be 

able to come together in 

the company of friends 

and others of equal age 

2.2.1 Be able to play in the company of 

class-fellows and others of equal age 

As a facilitator teacher will motivate and 

encourage the children to include SEN during 

play and other group activities. 



 
 

77 
 

National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

2.2.2 Be able to demonstrate cooperative 

attitude to class fellows and others of same 

age 

During playing (all children) different patterns 

of behaviour can be taught e.g., Turn taking, 

waiting, conversation and friendship. 

2.2.3 Be able to make friends at various 

places (homes, school, play ground) and 

be able to maintain relations with two or 

more friends 

Children with SEN will gradually be able to 

generalise their behaviour pattern at school, 

home as well as other places. 

2.3 Children will be 

able to live together 

through acquiring 

social qualities 

2.3.1 Be able to obey leadership 

As a facilitator, teacher will motivate and 

encourage the children to include VD, HD 

during role play and other group activities. 

2.3.2 Be able to acquire leadership 

qualities 

As a facilitator, teacher will motivate and 

encourage the children to include VD, HD 

during role play and other group activities. 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

2.3.3 Be able to resolve minor conflicts 
 

2.3.4 Be able to show attitude of accepting 

difference of opinions 

 

2.3.5 Be able to acquire the mentality of 

accepting the differences/distinctiveness 

& diversity of class mates. 

Teacher will address the difference among 

children in classroom through story telling 

(Pictorial) to accept the differences among 

classmates. 

2.3.6 Be able to express one's likes & 

dislikes 

 

2.3.7 Be able to perform different works 

through cooperation & sharing. 

Teacher's proactive facilitation to engage 

children with SEN in group activities (eg. tiffin 

sharing) will enhance their cooperative and 

sharing skills. 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

2.3.8 Be able to adapt oneself to the 

environment of home, class, school and 

other places. 

Any adaptation especially for children with 

NDD requires more time, patience, 

encouragement, reinforcement with long term 

support from peers, teachers as well as 

caregivers. 

2.4 Children will be self 

conscious, be able to 

control themselves, be 

able to show emotion 

2.4.1 Be able to express normally one's 

own feeling & emotion (anxiety, fear, 

love, outburst, liking) to others through 

different media. 

Most children with autism and ADHD are 

characterised with problems expressing their 

feelings and emotion. Teacher should apply 

Positive Behaviour Analysis (PBA) to foster 

appropriate behaviour. 

2.4.2 Be able to provide to others 

information about oneself orally. 
 

2.4.3 Be able to express one's own ideas & 

opinions 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

2.4.4 Be eager to take responsibility and be 

able to carry out responsibility. 

 

2.4.5 Be able to acquire a sense of self 

respect. 

 

2.4.6 Be able to express himself/herself in 

a controlled manner through self restraint 

in any condition (e.g., Without fighting 

when angry, when afflicted with sorrow.) 

 

2.4.7 Be able to listen to the complete 

instructions with attention and patience 

before starting a work. 

Children with ID will able to take part in this 

activity with help of  peers and HD with will 

need body gestures and prompt to start work. 

2.5 Children will 

become conscious of 

the sense of values 

2.5.1 Be able to express regret if he/she has 

given trouble to some body or has 

committed mistake 
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Learning 
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Learning Outcome Review/findings 

2.5.2 Be able to distinguish between good-

bad. 

 

2.5.3 Be able to praise good work 
 

2.6 Children will be 

able to cultivate 

Bangladeshi Culture 

and Tradition 

2.6.1 Be able to show respect and love to 

the National Flag. 

With proactive facilitation from teacher and 

peer, children with SEN will be stable (someone 

has to hold the child and stand) while they will 

show respect to the National Flag. 

2.6.2 Be able to show respect & love to the 

National Anthem 

With proactive facilitation from teacher and 

peer, children with SEN will stand (someone 

has to hold the child and stand) and sing while 

they will show respect during the National 

Anthem. 
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Learning 

Achievable 
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Learning Outcome Review/findings 

2.6.3 Be able to take active part in 

celebrating the national days 

 

2.6.4 Be able to participate actively in 

various social events/festivals. 

 

2.6.5 Be able to show interest in the 

Bangladeshi dresses, foods, fruits, roots. 

 

2.6.6 Be able to take part in local games 

enthusiastically 

 

2.6.7 Be able to participate spontaneously 

in local/popular rhymes, songs & dance 
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     According to the curriculum, the ‘Development of Social and Emotional Skills’ has been considered the second domain of 

learning. The achievable competencies have focused on acquiring social skills, making friends, culturing behavioural skills, 

expressing emotions, and cultivating culture and tradition. The children with disability would be in need of intensive support from 

the class teachers, parents and peer groups, especially for those with NDD and slow learners. Proactive facilitation from the teacher 

as well as prompt and PBA would be helpful for the children with special needs in order to acquire the learning competencies that 

have been described under this domain. 

National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

3. Language and 

Communication 

3.1 Children will be 

able to receive and 

understand the 

meaning/idea (seeing & 

3.1.1 Be able to follow oral instructions 

(order, request, advice) 

Children with SEN will be able to follow simple 

oral instruction through physical and verbal 

prompt alongwith roleplay. 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

listening) and express 

the power of 

understanding 

(speaking or physical 

gestures/body 

language) 

3.1.2 Be able to answer short questions 

Children with SEN will be able to answer 

simple questions either orally or through sign, 

with guidance. 

3.1.3 Be able to listen to short stories & 

reproduce these in own words 

Since children with SEN specially Autism, 

NDD and HD have problem in listening, the 

stories have to be simple and presented through 

task analysis. The stories should be presented in 

simplified pictorial form. e.g. The sequence of 

the story, Crow and the Pitcher, cover page will 

introduce crow and pitcher with written words. 

Next page the illustration of the pitcher will be 

transparent showing the low water level which 

the crow could not reach to drink. 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

3.1.4 Be able to identify objects after 

listening description about these 

 

3.1.5 Be able to identify and understand 

the meaning of unknown words through 

hearing. 

 

3.1.6 Be able to tell about the familiar 

objects, pictures or scene 

With proper guidance, children with SEN will 

able to tell about simple and familiar objects and 

pictures. 

3.1.7 Be able to recite rhymes, sing songs 

and tell stories 

Children with SEN will be able to recite rhymes, 

sing songs through physical and verbal prompt 

along with role-play. 

3.1.8 Be able to speak clearly and in 

audible voice 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

3.1.9 Be able to use the proper tenses [past, 

present & future] while expressing ideas 

 

3.1.10 Be able to take active part in 

conversations and group discussions 

Children with SEN should be involved in all 

type of conversations and group discussions. 

3.1.11 Be able to speak sentences using 

new words. 

 

3.1.12 Be able to complete & narrate a 

story left incomplete 

 

3.1.13 Be able to tell the names of the days 

in a week 

It is possible for children with SEN to identify 

weekdays when presented with specific 

activities relevant with the days. 



 
 

87 
 

National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

3.2 Children will be 

able to read (pre-

reading) 

3.2.1 Be able to identify the different 

sounds heard in the immediate 

environment 

It is possible for children with SEN to identify 

different sounds relevant within the immediate 

environment through one to one interaction 

(Teacher-Peer-Caregivers). 

3.2.2 Be able to separate sounds and words 

from the sentences 

 

3.2.3 Be able to identify the same sounds 

and words 

 

3.2.4 Be able to frame different sentences 

using the same words 

 

3.2.5 Be able to separate the sounds from 

the words 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

3.2.6 Be able to identify the same types of 

sounds 

 

3.2.7 Be able to form different words using 

the same sounds 

 

3.2.8 Be able to identify the symbols of 

sound (letters) 

 

3.2.9 Be able to identify letters from words 

Children with SEN will be able to identify 

letters from word with the guidance of teachers, 

peers and caregivers. 

3.2.10 Be able to read small & easy words 

composed of two or three letters 

Children with SEN will be able to read small 

and easy words with one to one guidance 

(teacher, peer and caregivers). 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

3.2.11 Be able to tell (read) continuous 

stories or fables based on pictures 
 

3.2.12 Be able to use books (holding a 

book, turning pages, going from left to 

right, from up to down 

Some of the children with SEN will be able to 

use books, turn pages, and understand the 

concept of right and left, up and down with 

physical and verbal prompts. 

3.2.13 Be able to identify his/her written 

name. 

Children with SEN will be able to identify their 

written name tagged with illustrations of 

flowers or other familiar pictures. This will help 

the children to be conditioned with the images 

of their names. 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

3.2.14 Be able to identify/read different 

symbols/signs 

Children with HD, SEN will be able to identify 

or will know about different symbols/signs for 

their daily life skills through continuous support 

and guidance from their teachers and caregivers. 

3.3 Children will be 

able to write (pre-

writing) 

3.3.1 Be able to scribble freely 
Some of the Children with SEN will require 

guidance from teachers and peers. 

3.3.2 Be able to make pattern/draw 

shape/body 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

3.3.3 Be able to draw pictures as they like 

and paint 

Children with SEN and HD might be able to 

draw simple pictures and colour them. For 

children with VI the pictures must have thick 

outlines so that they can do the colouring within 

the line drawing. e.g. when colouring a different 

shape, the shape can be drawn with a coarse 

outline that would help the children with VD to 

do the colouring. 

3.3.4 Be able to draw 

pictures/objects/diagrams/scene by 

looking at these 

Children with SEN and HD might be able to 

draw simple pictures/objects/diagrams/scenes 

by looking at these. For children with VD the 

pictures must have thick outlines so that they 

can do the drawing within the line drawing. 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

3.3.5 Be able to write own name by 

looking at it 

Children with ID, ASD, VD, HD will require 

support to develop prewriting skill- scribbling, 

imitating and coping up 

(horizontal/vertical/circular direction) and 

gradually they will develop writing skill with 

physical prompt. 

3.3.6 Be able to write the symbols of 

sounds (letters) 

Children with SEN and HI might be able to 

identify the letter instead of writing with intense 

pedestrian guidance of the teacher, peer and 

caregivers. 

3.3.7 Be able to write familiar simple 

words composed of two or three letters 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

     ‘Language and Communication Development’ has been considered the third domain of learning according to the curriculum. The 

achievable competencies have focused on understanding the meaning, idea, expressing the power of understanding physical 

gestures, body language and acting accordingly. To Differentiate various sounds of nature and animals, tones of the voice have also 

been emphasised under this domain along with the pre-reading and pre-writing. To acquire these competencies, class teacher and 

parents should provide support and facilitate intense guidance and prompt for the pre-writing, pre-reading, and differentiating of 

various sounds for the children with ID, ASD, VI, HI and slow learners. Teachers must have abundance of patience to work with the 

children with disability as well as appropriate parental guidance or the guidance from the caregiver and assistance from the peer 

group might accelerate the children’s performance in order to obtain the achievable learning competencies.   
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

4. Pre-

Mathematics 

4.1 Children will be 

able to acquire 

mathematical concepts 

4.1.1 Be able to mark right-left, small-big, 

more-less, short-long, fat-thin, light-heavy 

Children with SEN, HD will require support to 

develop right-left, small-big, more-less, short-

long, fat-thin, light-heavy concept from the 

teacher, peer and caregivers. 

4.1.2 Be able to mark in-out, up-down, 

front-back, high-low, far-near 

Children with SEN, HD will require support to 

develop in-out, up-down, front-back, high-low, 

far-near concepts from the teachers, peers and 

caregivers. 

4.1.3 Be able to arrange objects according 

to their sizes & shapes (big, small, 

medium) 

Children with SEN, HD will be able to sort out 

shapes and sizes with support. For children with 

VD they will require clue (raised dot, board pin 

can be fixed for them to feel the shapes through 

touch) to understand and identify various sizes 

and shapes (big, small, medium) with the help 

of teacher and peer. 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

4.1.4 Be able to classify different things 

according to their colour, shapes & sizes 

(round, with three angles & with four 

angles) 

Children with SEN, HD will be able to sort out 

the colour but for shape and sizes they will 

require support. For children with VD they will 

require clue (raised dot, board pin can be fixed 

for them to feel the shapes through touch) to 

understand and identify various sizes and shapes 

(big, small, medium) with the help of teacher 

and peer. 

4.1.5 Be able to guess & measure using 

real objects 
 

4.2 Children will be 

able to acquire the 

concepts of numbers 

4.2.1 Be able to count 1-20 real objects 

Children with special needs might be able to 

count 1-5 or a little beyond with the help of real 

objects with guidance. 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

4.2.2 Be able to count 1-20 by looking at 

pictures 

Children with special needs might be able to 

count 1-5 or a little beyond with the help of real 

objects with guidance. 

4.2.3 Be able to count the numbers 1-20 

[From small to large, large to small] 
 

4.2.4 Be able to recognize the number 

symbols 1-9 

Children with disability will be able to 

recognize the number of symbols 1-5 with 

intensive guidance. 

4.2.5 Be able to match any number of real 

objects upto 1-9 with their number 

symbols 

 

4.2.6 Be able to match any number of 

semi-concrete objects (pictures) upto 1-9 

with their number symbols 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

4.2.7 Be able to acquire and express the 

simple concept (notion) of zero (0) and 

recognize its symbol 

 

4.2.8 Be able to recognize the symbols of 

the numbers 10-20 
 

4.2.9 Be able to match the number symbols 

10-20 with any number of concrete objects 

upto 10-20 

 

4.2.10 Be able to match the number 

symbols 10-20 with any number of semi-

concrete objects (pictures) upto 10-20 

 

4.3 Children will be 

able to write numbers 
4.3.1 Be able to write numbers 1-20 

Children with HD and VD will be able to write 

number 1-10 with guidance. 
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Domain of 

Learning 

Achievable 
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Learning Outcome Review/findings 

4.3.2 Be able to write any numbers 1-20 
Children with HD and VD will be able to write 

any number from 1 to 10 with guidance. 

4.4 Children will be 

able to compare 

numbers 

4.4.1 Be able to find out moreless by 

counting concrete and semi-concrete 

objects upto 1-20 

Children with ID and slow learners will be able 

to do with abundance support from the 1-5 with 

concrete cue than class teacher will practise with 

semi-concrete objects. 

4.4.2 Be able to compare any two numbers 

upto 1-20 
 

4.4.3 Be able to arrange any five numbers 

upto 1-20 in ascending and descending 

order 
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Domain of 

Learning 

Achievable 
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Learning Outcome Review/findings 

4.5 Children will be 

able to acquire the 

concept of addition 

4.5.1 Be able to add using concrete & 

semi-concrete objects (sum not to exceed 

9) 

Children with VD and HD will be able to do 

simple addition using concrete and semi-

concrete objects where children with SEN will 

require intensive guidance from the teacher and 

caregivers as well as peer. 

4.5.2 Be able to add two ‘one digit’ 

numbers (the sum will not exceed 9) 

Children with HD and VD will be able to do 

additions of one or two digits with support. 

4.5.3 Be able to solve mathematical 

problems involving addition (sum not 

exceeding 9) 
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Learning 
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Learning Outcome Review/findings 

4.6 Children will be 

able to acquire the idea 

of subtraction 

4.6.1 Be able to subtract with the help of 

concrete & semi-concrete objects (no 

number will exceed 9) 

Children with VD and HD will be able to do 

simple subtract using concrete and semi-

concrete objects where children with SEN will 

require intensive guidance from the teacher and 

caregivers as well as peer. 

4.6.2 Be able to subtract two numbers each 

consisting of one digit (no number exceeds 

9) 

Children with VD and HD will be able to 

subtract two numbers each consisting of one 

digit where children with SEN will require 

intensive guidance from the teacher and 

caregivers as well as peers. 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

4.6.3 Be able to solve real-life problems 

involving subtraction (no number will 

exceed 9) 

Children with VD and HD will be able to solve 

real-life problems involving subtraction where 

children with mild and moderate SEN will 

require concentrated guidance from the teacher 

and caregivers as well as peers. 

      The fourth domain of learning that the pre-primary has mentioned is ‘Pre-mathematics’. The achievable competencies that have 

been emphasised by the curriculum in acquiring mathematical concepts of numbers, addition, subtraction and comparing the 

numbers. According to experts, intensive guidance from the teacher and caregivers as well as peers would be needed in acquiring 

the concepts of addition and subtraction for the children with mild and moderate SEN. Further, children with disability would be 

able to do through real-life examples, and the curriculum should be modified and adapted as per the needs of the learners with SEN. 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

5. Creativity and 

Aesthetics 

5.1 Children will be 

able to show creativity 

and aesthetic sense 

through arts and crafts 

work 

5.1.1 Be able to draw the pictures of 

different materials with their background 

(scene) 

Children HD will be able to draw. Children with 

mild SEN will require proper and effective 

guidance to draw the pictures with background 

scenes. Children with VD must need thick 

outlines to draw and do the colouring within the 

line drawing. 

5.1.2 Be able to make different things (e.g. 

dolls, flowers, fruits, etc) with the help of 

easily available materials in the immediate 

environment 

Children with HD will be able to make different 

things with the help of the teacher and peer 

group. 

5.1.3 Be able to draw the National Flag 

Children with SEN and HD will be able to draw 

the National Flag with the guidance of the 

teacher. Children with VD will be able to draw 

the National Flag with raised dots. 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

5.2 Children will be 

able to show creativity 

and sense of aesthetics 

through rhymes, 

dancing, singing and 

acting 

5.2.1 Be able to make stories and tell the 

same in groups 

Children with VD will be able to make stories 

and tell in the group where children with HD 

will be able to tell stories with visual cue. 

Children with SEN will require intensive 

guidance from the teacher and caregivers to tell 

the stories. 

5.2.2 Be able to present rhymes, poems & 

stories through acting & gestures 

Children with SEN, HD and VD will be able to 

present rhymes, poems and stories through 

acting and gestures with modelling (Physical 

and Visual prompt). 

5.2.3 Be able to sing local, popular songs 

and other songs pleasing to the children in 

tune with rhythm 

Children with SEN, VD and HD will be able to 

sing the local songs along with other children in 

the classroom. 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

5.2.4 Be able to perform local, popular and 

other dances in tune with rhythm 

Children with SEN and HD will be able to 

perform local, popular and other dances in tune 

with rhythm with all. Children with VD will 

require hand to hand peer support to dance. 

5.2.5 Be able to recite local, popular & 

other rhymes & poems pleasing to the 

children 

Children with SEN, HD and VD will be able to 

recite rhymes with the proper guidance from the 

teachers. 

5.2.6 Be able to sing the National Anthem 

Children with SEN, HD and VD will be able to 

sing the National Anthem with proper guidance 

of the teachers. Teachers will support some 

students to stand along with children with 

Autism and ADHD during the National Anthem 

to show respect. 
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Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

5.2.7 Be able to know about the common 

musical instruments 

Children will SEN and HD will be able to know 

musical instruments by seeing and children with 

VI will use their hand to get the idea of these 

shapes along with sounds. 

5.3 Children will be 

able to show sense of 

aesthetics in different 

works of daily life 

5.3.1 Be able to keep oneself neat, tidy & 

clean & be methodical (neat & clean, 

dresses, articles of daily use, furniture) 

Children with SEN, HD and VD have to 

understand the concept of tidiness and 

cleanliness with support of the teacher and 

caregiver. Gradually through physical and 

verbal prompts they will improve their skills. 

5.3.2 Be able to keep the things of own use 

in order 

Children with SEN, HD and VD will require 

intense support to keep the things of their own 

use in order. 
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Learning Outcome Review/findings 

       ‘Creativity and Aesthetics’ has been considered the fifth domain of learning according to the curriculum, which is derived from 

the Cognitive Domain of ELDS. The achievable competencies have focused on acquiring an aesthetic sense of arts, crafts, rhymes, 

dancing, singing, and acting as well as through different work in daily life.  

        According to experts, intensive guidance from the teacher, caregivers and peers would be needed in acquiring the concept of 

tidiness and cleanliness as well as, through physical and verbal prompts, they could improve their skills. In addition, children with 

mild SEN would be required proper and effective guidance to draw the pictures with background scenes, and children with VD 

would be able to do with thick outlines to draw and do the colouring within the line drawing. Further, visual cues might help to 

make stories and tell in the group for the children with HI. 
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Learning Outcome Review/findings 

6. Environment 

6.1 Children will be 

able to know about the 

various things & events 

in the environment 

6.1.1 Be able to identify and name the 

constituents of the surrounding 

environment e.g. flowers, fruits, fishes, 

birds, animals, trees, water, soil, vehicles, 

the moon, the sun. 

Children with SEN, VD, HI, ADHD will be able 

to identify the surrounding constituents with the 

help of Teacher, Caregiver and peers. 

6.1.2 Be able to recognize the elements of 

the physical environment-crop fields, 

forests, hills, rivers, sea 

Children with SEN, VD, HD, ADHD will be 

able to recognize the crop fields, forest, hill, 

river and sea through pictures and internet with 

the help of teacher and caregiver. 

6.1.3 Be able to tell about the different 

events/occurrences of the natural 

environment-rain, flood, storm, 

earthquake, etc. 

Children with SEN, VD, HD, ADHD will be 

able to tell about rain, storm as well as flood. 

They will require motion picture (video) to get 

the idea about earthquake and other natural 

calamities. 
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Domain of 

Learning 

Achievable 
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Learning Outcome Review/findings 

6.1.4 Be able to identify the things 

belonging to oneself own home, own 

school, be attentive to these objects 

Children with SEN, HD, ASD, ADHD, VI will 

be able to identify the things belonging to 

oneself, own home, own school. To make them 

attentive to these objects, intensive guidance 

will be required from teacher's and caregiver's 

end. 

6.1.5 Be able to tell about the members of 

one's own family and near relations 

[father-mother, brothers-sisters, 

grandparents (both paternal & maternal), 

aunts (paternal & maternal)] 

Children with SEN and HD, VD will be able to 

tell about the members of one's own family. 

They might need special care from their teacher 

as well as a caregiver to tell them about near 

relations. 
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Learning 
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Learning Outcome Review/findings 

6.1.6 Be able to find out the general 

characteristics of the various animals (3) in 

the immediate environment 

Children with SEN and HD, VD will be able to 

find out the 03 general characteristics of the 

various animals in the immediate environment 

with proper observatory mechanism and 

appropriate guidance of the teacher and 

caregiver. 

6.1.7 Be able to tell the differences among 

the seasons the summer, the rainy season 

and the winter on the basis of their 

peculiarities 

Children with HI, VD, SEN, ID will be able to 

tell the different characteristics of summer, 

rainy and winter seasons with guidance of the 

teacher and caregivers. 
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6.1.8 Be able to identify the different parts 

of the 24 hour day separately-morning, 

noon, afternoon, dusk, night. 

Children with SEN, HD, VD, ADHD will be 

able to identify the different time of a day 

through a daily schedule of activities. e.g. 

morning is the wake up and school-going time, 

noon is bathing and lunch-time, at evening they 

will play games and at night they will take 

supper and go to bed. 

6.2 Children will be 

able to conserve the 

environment 

6.2.1 Be able to keep the environment 

clean 

Children with HD and VD will be able keep the 

environment clean where children with ID, 

ADHD will require concentrated guidance to 

clean the environment through hand on learning 

by doing. 

6.2.2 Be able to participate in the activities 

relating to the conservation of the 

environment 

Teacher will lead the children with SEN, ID, 

ADHD, VD, HD to the environment conserving 

activities through demonstration e.g. tree 

plantation and its maintenance. 
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6.2.3 Be able to be attentive to the plants 

& herbs and birds & animals 

Teacher and caregiver will modeling and 

demonstrate the attentiveness toward plants, 

herds, birds and animals to children with mild 

and moderate SEN, VD, HD and practise with 

them repeatedly. 

     The sixth domain of learning that the pre-primary has mentioned is ‘Environment’. The achievable competencies that the 

curriculum has emphasised were acquiring the knowledge of various things and events in the environment and conservation of the 

environment. The intense care and guidance from the teacher, caregivers and peers would help the children with SEN, VD, HD, and 

ADHD to identify the surrounding constituents. According to the experts, the children with HD and VD would be able to keep the 

Environment clean, whereas children with ID and ADHD might be required concentrated guidance to clean the Environment 

through hand-on learning by doing. 
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7. Science and 

Technology 

7.1 Children will be 

able to become science-

minded 

7.1.1 Be able to collect information 

through observation & discussion 

When the skill can be taught in a natural 

environment through direct hands-on 

experience. For children with VD teaching 

should be through touch. 

7.1.2 Be able to classify, compare and 

present the information on the basis of 

different characteristics 

 

7.1.3 Be able to guess, explain and draw 

conclusion on the basis of experience 

For the Children with HD, and HD the process 

of explanation should include body gestures. 

7.1.4 Be able to explain the relationship of 

cause and effect in simple events 

Children with HD, SEN, mild ID will be able to 

explain the sunshine-and-shade, leaves move 

when wind blows, light appears when switch is 

put on with guidance of teacher and caregiver. 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

7.1.5 Be able to solve simple problems 

Children with HD, mild SEN can solve simple 

activities/problems e.g. basic shape (circle, 

square, triangle etc.) with intensive guidance of 

the teacher and caregiver. 

7.2 Children will be 

able to know about 

inanimate objects, 

living creatures, plants 

& animals 

7.2.1 Be able to differentiate inanimate 

objects from the living beings 

 

7.2.2 Be able to distinguish between plants 

and animals 

Children with VD will need assistance from the 

peer to distinguish between plants and animals. 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

7.3 Children will be to 

know about the 

technologies used in 

our daily life 

7.3.1 Be able to tell about the advantages 

of using the technologies which are 

prevalent and known throughout the 

country (radio, T.V. Clock, mobile phone, 

computer, threshing machine for paddy, 

pump for irrigation) 

Children VD, HD, ID will need special care 

from the teacher, peers and parents. They will 

know, tell or express about the advantages using 

various technologies if they are presented one 

by one and provide sufficient time to 

understand. 

7.3.2 Be able to recognise the common 

implements/equipments used in daily life 

 

7.4 Children will be 

able to acquire 

elementary ideas about 

the information and 

7.4.1 Be able to know the names of and 

identify a few information and 

communication technologies (radio, TV, 

Computer, Mobile phone) 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

communication 

technologies 

7.4.2 Be able to tell the use of various 

information and communication 

technologies. 

Children VD, HD, ID will need special care 

from the teacher, peers and parents. They will 

know, tell or express about the advantages using 

various technologies if they are presented one 

by one and provide sufficient time to 

understand. 

     ‘Science and Technology’ has been considered the fifth domain of learning according to the curriculum, which is also derived 

from the Cognitive Domain of ELDS. The achievable competencies have focused on that the children acquired the knowledge of 

science, the technology used in daily life activities and elementary ideas about the information and communication technologies. In 

order to obtain these learning competencies, the necessary technologies need to be presented one by one and provide ample time to 

understand and practise for the children with SEN, especially for VD, HD, ID, ASD, slow learners and PD. 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

8. Health and 

Security 

8.1 Children will be 

able to do daily tasks 

relating to health, and 

form the habit of eating 

and resting 

8.1.1 Be able to tell the names of the 

various body parts and their functions 

Children with VD will need support from peer 

group or class teacher during naming the body 

parts and their functions. To many information 

should be avoided for the children with ID, ASD 

and slow learner. 

8.1.2 Be able to brush the teeth, wash 

hands, comb the hair, cover the mouth 

while coughing and use toilet, trim the 

nails regularly 

Children with physically challenged will need 

support from the peer and teacher to brush the 

teeth, wash hand, comb hair. 

 
 

8.1.3 Be able to identify different types of 

food 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

8.1.4 Be able to separate different types of 

food items (rice/bread/loaf, 

fishmeat/pulse, fruits-roots, vegetables) 

Children with VD and ID can perform this 

activities in time with proper care and assistance 

from peers and teacher. 

8.1.5 Be able to wash hands before meals 

and eat on his/her own regularly and wash 

hands after eating 

Children with ID will need support in the 

continuous process from peers and teacher to 

practise washing hands before and after meals. 

8.1.6 Be able to cleanse and wash his/her 

own plate before and after eating 

 

8.1.7 Be able to cover the food in clean 

pots/containers 

 

8.1.8 Be able to wash the fruits & roots 

before eating 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

8.1.9 Be able to take rest for a specified 

period at a designated time 

 

8.1.10 Be able to know about some 

common diseases 

 

8.2 Children will be 

able to develop the 

habit of living safe and 

risk-free 

8.2.1 Be able to identify the dangerous 

things or the sources of danger like fire, 

electrical implements, medicines, 

insecticides, broken pieces of glass, knife, 

scissors, chopper, matches, pool, tank, etc 

Children with VD, ID and autism need special 

support handling these dangerous things from 

the teacher and parents on a regular basis. 

8.2.2 Be able to follow the general rules of 

safety & security and abide by these while 

using roads, vehicles, crossing roads, 

walking outdoor. 

Children with SEN and VD, HD, ID, ASD will 

need intense support while using roads, 

vehicles, crossing roads, walking outdoors. 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

8.2.3 Be able to identify the persons whose 

help can be sought in case of 

danger/dangerous situation and ask for 

assistance when needed in such a 

condition 

 

8.2.4 Be able to refrain from taking toys, 

chocolate, money, etc. from strangers 

Children with ID will need assistance from peer 

groups, teachers and family members refraining 

from taking toys, chocolate or money from 

strangers. 

8.2.5 Be able to adopt precautionary 

measures as per the dictates of adverse 

situation 

Children with SEN will need help from the 

teacher and parents to adopt precautionary 

measures as per the dictates of adverse 

situations. 
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National Pre-Primary Curriculum 

Domain of 

Learning 

Achievable 

Competencies 
Learning Outcome Review/findings 

     The pre-primary curriculum has discussed eight domains of learning: Health and Safety. The achievable competencies that have 

been emphasised in the curriculum are doing daily tasks related to health and living safe and risk-free. In order to acquire these 

competencies, proper support and assistance would be needed from the peer and teacher, such as brushing the teeth, washing hands, 

and combing hair. Children with ID, ASD, CP, VD and HD would need guidance to cross the road, take help from strangers and 

identify dangerous tools like knives, scissors, and choppers. 
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4.2 Findings 

 According to the analysis, based on the objectives and to answer the research questions, 

the major findings are described below according to the themes derived from collected data. 

4.2.1 Existing Provisions 

In order to answer the first research question, the researcher reviewed the pre-primary 

curriculum thoroughly. The curriculum was conceived for the normal children and discussed the 

guideline regarding the learning-teaching strategy, implementation and dissemination procedure, 

and assessment strategy for them. However, the curriculum provided some significant 

provisions, addressing some important issues for children with disabilities. These provisions 

were derived from the People’s Republic of Bangladesh constitution, which recognised 

education as a basic human right. The Government has framed laws and laid down educational 

policy guidelines for ensuring the realisation of every child’s right to education. Though the 

country has achieved remarkable success in the field of primary education, in the case of 

ensuring the educational rights of the children with special needs, no significant progress has 

been recorded. Then along with various national commitments, Bangladesh has also declared 

oneness of identity with the Salamanca Charter, 1994 what was adopted in the UNESCO 

Educational Conference held in Salamanca, Spain (UNESCO, 1994). The Government had taken 

initiatives in this respect and formulated the Bangladesh Disabled Persons Welfare Act, 2001, 

later incorporated with the Persons with Disabilities Rights and Protection Act, 2013, which was 

passed by the members of parliament and the President of Bangladesh. The National Education 

Policy, 2010 has also emphasised the importance of education for disabled children. As a result, 

while conceiving the pre-primary curriculum, children with special needs have been considered 

very seriously.  
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There are provisions innate in the curriculum about infrastructural changes in the school. 

The classroom activities also should be such as will facilitate the socialisation of the children 

with disability. Furthermore, the provisions also consist of instructional materials and teaching 

aids. The learning-teaching strategy should be structured to make it easier for children with 

disabilities to be socialised and independent. More importantly, there is a provision in the pre-

primary curriculum that the trainers of the pre-primary teachers should be trained in special 

education. So, the class teacher could be trained to engage with the children with disability in the 

pre-primary classroom. So, there are several provisions in the pre-primary curriculum that 

address the issues of children with disabilities. 

From the interview with the head teachers from all selected schools, the researcher found 

that the HTs were not sure that they had seen the national pre-primary curriculum. Four out of 

five interviewed head teachers stated that they might not have the printed copy of the pre-

primary curriculum in their school, and another HT did not know that there was a printed copy 

pre-primary curriculum in school or not. The HT2 said, “I have kept a printed copy of the 

primary curriculum in my school but I am not sure that there was a printed copy of the pre-

primary curriculum in my school.” The head teachers and class teachers both commented that 

they were not aware of the existing provision in the pre-primary curriculum regarding the 

inclusion and children with disability. However, they all thought that there were some provisions 

that included children with disability and inclusivity. 

4.2.2 Children with Disability 

The curriculum addressed special needs children “having some kind of disability, 

impairment or handicaps physical, mental, intellectual, visual, and hearing in nature, which 

creates hindrance on their way of receiving education in the educational institutions meant for 
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their normal peers. Children with mild and moderate types of disability are encouraged to 

participate at pre-primary level in the country. So, children with physical disability (PD), 

intellectual disability (ID), attention deficit/hyperactivity disorder (ADHD), autism spectrum 

disorder (ASD), learning disability (LD), slow learner, downs’ syndrome, cerebral palsy (CP), 

visual disability (VD), hearing disability (HD), speech disability (SD) were included in these 

category that the curriculum stated according to the experts. However, the curriculum suggested 

that such disabled children can get education services with other normal children in the schools if 

they can be offered some kinds of special aid/assistance to cross over their barriers. So, 

irrespective of the disability, children have the right to be enrolled in the pre-primary classroom, 

and the school must welcome them. Instead of enrolling children in the inclusive education, HT3 

said,  

Children with disability are facing challenges to be enrolled in the mainstream education 

system. They should be enrolled in the special education system with proper care and 

guidance. The schools are not ready yet to welcome the children with disability.  

However, the experts suggested some important findings from the pre-primary 

curriculum regarding the provisions regarding the children with disability. The Expert A and 

Expert E were not only concerned about children with severe and profound types of disabilities 

but also concerned with the philosophy of inclusive education. Inclusivity must not ensure if 

there was label for the enrollment for the children with disability. According to Expert E, 

In the pre-primary curriculum, there should not be labelled the children with disability in 

regard to their mode of severity. As a national document, there could have just addressed 

the children with special needs or children with disability. From the labelling, it has 

appeared that severe and profound types of children with disability have already been 
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excluded from the education system. Though our government is positive towards disability, 

the personnel who were reliable for the curriculum formation might not be aware of the 

proper inclusion. Besides, many developed as well as developing countries have already 

incorporated full guideline in their curriculum for the children with disability in their 

provision. 

The following figure 4.1 provides a clear picture regarding the provisions on the children 

with disability. 

Figure: 4.1 

Provision in the Pre-primary Curriculum for the Children with Disability 

 

Three experts opined that the curriculum suggested bringing the mild and moderate types 

of disabilities into inclusive education, but there was no discussion about the children with 

severe and profound types of disability. There was no instruction in the pre-primary curriculum 

about where they should or would get the opportunity to be enrolled in the education system. The 
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children with mild and moderate types of disabilities are encouraged to be enrolled, but the 

children with severe and profound disability are not discussed in the pre-primary curriculum. 

Two of the experts suggested a full guideline in regards to all types of disability in the pre-

primary curriculum for effective inclusion. However, all experts agreed that it was a good 

initiative that the national pre-primary curriculum included provisions on disability and 

inclusion. 

All of the pre-primary CTs said that they knew the term ‘inclusive’ includes the children 

with disability. The teachers did not know the terms of ADHD, Learning Disabilities, and Slow 

Learners. They only knew about hearing disability, speech disability, visual disability, 

intellectual disability, Physical disability. They were unable to differentiate the children with 

Autism Spectrum Disorder and ID. One of the head teachers (HT2) could not differentiate the 

concept of ID and Autism as s/he considered both of them similarly. 

4.2.3 Focus on Inclusion and Disability  

The GOB was committed to create scope for the standard pre-primary education which 

needed to be started from the pre-primary level. As per the pre-primary curriculum, the 

government was also concerned that 3.5% of the children were out of the fold of primary 

education. The fundamental human right of all children to receive basic education was not 

ensured properly. So, the curriculum needed to focus especially on the issues related to the 

disabilities and inclusion.  

The Government has considered the recent educational research in the field of inclusive 

education, and found that all children from diversified backgrounds, including disabilities, need 

the opportunity of inclusive education. The National pre-primary curriculum specifically focused 

on the issue related to disability and inclusion through incorporating a separate chapter about 
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inclusive education in the pre-primary curriculum to include the children who were excluded 

from mainstream education. The pre-primary curriculum designed a superstructure for inclusive 

education. In the superstructure, the curriculum embraced four areas. Along with gender and 

equity, vulnerable children, children from small tribes, the children with special needs also being 

focused specially. 

 The rationale of inclusive education also revealed that every child’s participation is 

important to bring out the good result in social, cultural and economic fields and the total 

development of the children. According to the pre-primary curriculum, children with special 

needs have been considered very seriously during the curriculum formulation. As a result, equity 

and equality among all learners have been emphasised in preparing textbooks, teachers’ guides, 

and teaching aids/materials. Such as the class teachers can facilitate the participation of the 

disabled children in the classroom activities by choosing proper learning-teaching strategies, 

techniques and planned activities. 

In the chapter, ‘Guidelines for Developing Learning-teaching Materials’, the pre-primary 

curriculum has focused on the inclusive education in teachers’ guide, textbooks, teaching aids 

and digital contents. The learning-teaching materials are the main vehicles of the curriculum, and 

the curriculum has focused on this part and provided direction for inclusive education. As per the 

curriculum, teachers’ guide is one of the basic learning-teaching materials. In the curriculum, 

there was a focus on the preparation of teachers’ guides in regard to disabilities and inclusion, 

such as throwing ideas on how to ensure mastery learning by offering remedial to the learners 

who are lagging behind from the other children in the classroom. Furthermore, there is also a 

focus on suggesting effective scope for the effective operationalisation of the idea of inclusive 

education. 
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Another basic component of the learning-teaching materials not only at the pre-primary 

level but also at any other level of the education system, is the textbook which is prepared for the 

learners. The pre-primary curriculum has focused on these educational materials. It has provided 

direction that the textbook lesson should be written and compiled keeping in view the children's 

ability, interest, capacity, and mental maturation. In addition, there should be a focus on creating 

opportunities for realising the goals of inclusive education.  

Along with the textbook, the other teaching-learning materials are learning-teaching aids, 

digital content and playing tools. The proper use of the right teaching aids and playing tools 

accelerate the attainment of the learning outcomes. In this regard, properly linking the presented 

activity with just teaching aid is a very effective step. The curriculum has also mentioned 

inclusion in digital content. The curriculum has stated that during choosing, selecting, and 

preparing the teaching aids and playing tools or objects, the class teacher should innovate the 

materials. According to this part, class teachers are independent of innovating the necessary 

equipment which could be useful for children with disability and inclusive education. 

Furthermore, the pre-primary curriculum has focused specifically on the issues related to 

disability, saying that "materials should be suitable for use by the children having special needs". 

So, when selecting and choosing the teaching aids and playing objects, teachers need to be 

focused on the usefulness of the disabilities. The following figure can draw a summary of the 

discussion about the issue related to disabilities and inclusion in learning-teaching materials. 
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Figure 4.2 

Focuses on the Issues Related to Disabilities and Inclusion in Learning-teaching Materials 

 

Likewise, the learning-teaching materials, the curriculum also focused on the assessment 

procedure. Assessment is important to test the learning progress of the child and his/her total 

development and take the necessary matter. In order to assess the child’s learning progress, it is 

relevant to know the child. For that reason, the pre-primary curriculum has significantly focused 

on children with special needs. The curriculum mentioned, “To identify the children who have 

special needs, and arrange proper care and nursing”. From this statement, it is clear that the class 

teachers need to identify if there are any children in the class with disabilities or the other 

learning difficulties which hinder inclusive education, and it is one of the important objectives of 

the assessment. 

Further, the pre-primary curriculum has also focused on the school infrastructure for the 

children with disability. Infrastructure is an important issue for accessibility towards inclusion. 

Accessibility in the toilet and playground have been focused in the curriculum. The infrastructure 

of the toilets and playgrounds should be disabled-friendly for the children with disabilities 
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especially physically disabled. The curriculum also proposed the collaboration of the respective 

stakeholders (e.g., teachers, trainers of teachers, members of SMC, parents, guardians, and 

community) for proper inclusion.  

Three of the experts pointed out that it was a good initiative to include a particular 

chapter in the pre-primary curriculum focusing on the issues relating to disability and inclusion. 

According to an Expert E,  

Through combining a chapter on inclusion and disability that means that the government 

was concerned about the burning issues of inclusive education for the children with 

disability. That was certainly a good start for a developing country. Nevertheless, for the 

proper inclusion, it is essential to create a scope in regard to the disability in each and every 

area of the curriculum with adequate guidelines and directions instead of a separate chapter. 

The expert also showed concern that the teachers’ guide and the textbook are not 

addressing disability for the proper inclusive education. They suggested that the textbook be in 

braille and audio version for the children with visual disability.  

4.2.4 Flexibility in Learning-teaching Strategy 

The learning-teaching strategy is one of the topmost important components of any 

curriculum. The proper use of the tasks and the strategies that are identified to assist in achieving 

the specified learning outcomes in various contexts and situations helps the learners acquire the 

competencies desired in the curriculum. Various initiatives are launched for appropriate use of 

these tasks and strategies with a view to ensuring the successful implementation of the 

curriculum. The national pre-primary curriculum has already ensured flexibility in learning-

teaching strategies along with the assessment process for the children with disability in the 

chapter on inclusive education. 
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Children with intellectual and physical disabilities are generally deprived of education 

and are socially backward. It has been already mentioned earlier that the matter of education of 

the children with disability has been considered very seriously while developing the pre-primary 

curriculum. However, the teaching-learning strategies, learning requirements and learning 

outcomes have been framed for the children who are considered normal, but the flexibility can be 

ensured during practice towards the children with disability. The curriculum has provided the 

opportunity for the class teacher that they can facilitate the participation of the disabled children 

in the classroom activities and teaching-learning process by choosing proper learning-teaching 

strategies, techniques and planned activities. In order to ensure the flexibility in the learning-

teaching strategies, the curriculum also stated an example. According to the pre-primary 

curriculum,  

A child with disability for bodily movement may not be in a position to develop motor 

skills to the level of normal children, but such a child can be given more importance in 

other class activities, like composing a continuous story, narrative. Instructions should be 

there in the teachers' guides on the use of learning-teaching programmes and planned 

activities pertaining to disabled children. 

So, it is a clear statement by the curriculum to ensure the flexibility in learning-teaching 

strategies for the children with disability. The curriculum just provided an example for children 

with a physical disability. However, from the statement, it is clearly understandable that 

flexibility needs to be ensured in the learning-teaching strategies for all kinds of disabilities, such 

as children with ID, HD, VD, ADHD, ASD, LD, as well as slow learners. The curriculum also 

focused on the flexibility regarding the participation of the children with disability in the co-

curricular activities. The children will take part in the co-curricular activities besides the 
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curricular activities as per their capability and choice. The class teacher will create a comfortable 

and secure environment for their active participation. The curriculum has also stated that the 

instructions should be incorporated in the teachers’ guides regarding the learning-teaching 

strategy and planned activities pertaining to the disabled children, and the class teacher will be 

the key role player. The class teachers are constituted by the curriculum to ensure the flexibility 

to ensure the active participation of the children with disability in the learning-teaching activities. 

Along with the teachers’ guide, ensuring flexibility, there are clear instructions on 

preparing the learning materials and selecting teaching aids in the pre-primary curriculum. The 

learning materials and the teaching aids needed to be selected in order to ensure equality for 

disabled children along with other (normal) children. Details about learning-teaching material 

and teaching aids have already been mentioned earlier when answering the first and second 

research questions. From the answers, it has been clear that class teachers have the flexibility in 

choosing, selecting and even preparing the learning-teaching materials and teaching aids for the 

children with disability along with the other children in the classroom. 

Further, according to the curriculum, it has been stated that to ensure the flexibility in the 

learning-teaching strategies, the contents of the textbooks are needed to be selected and prepared 

to develop the empathy and friendship of other children toward the disabled children. The 

authors and the editors of textbooks should exercise wisdom and care in this regard. The 

curriculum also has shed light on the language of presentation in the textbooks and illustrations 

with pictures/diagrams that should depict the positive aspects of disabled children so that their 

mainstreaming would be easier. In addition, The personnel who will prepare the workbooks, 

materials and teaching aids should convey the notion and positive impressions about the children 

with disabilities. 
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4.2.5 Flexibility in Assessment Process 

The pre-primary curriculum not only ensured the flexibility regarding the learning 

teaching strategies but also the assessment method. Assessment is an important component of 

understanding the progress and measuring the performance and competency of the learners. The 

curriculum has proposed criterion-referenced assessment for the children at the pre-primary 

level. But to ensure the flexibility, exceptional assessment techniques could be possessed in 

some special cases for children with disability suggested by the curriculum. Before administering 

any assessment technique, the overall condition of the children with disabilities needs to be 

considered properly. In order to provide flexibility in the assessment process, the curriculum 

clearly stated that, “It will be difficult for the children with special needs to continue their 

education in the mainstream school if their achievements are assessed by using traditional tools 

and methods.” 

 The curriculum has also proposed that the guidelines should be provided in the 

curriculum document on the use of special techniques for the assessment of learning of the 

children with special needs so that these children could sustain their education along with other 

normal children in the mainstream. 

The following figure 4.3 shows the areas of flexibility in the pre-primary curriculum in 

learning-teaching strategies and assessment process at a glance. 
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Figure: 4.3 

Areas of Flexibility in Learning-teaching Strategies and Assessment Process 

 

From the classroom observation and class teachers interview of all selected schools, there 

were no differentiated assessment techniques observed and found to ensure the flexibility in the 

assessment processes. The teacher provided the written task to all and observed who were 

involved in the activities and who were not. The children usually finished the task and ran to the 

teacher for feedback and praise. Most of the time, the teacher checked randomly, and children 

who performed well regularly in the classroom activities got prioritised by the teacher. Children 

with disability always are counted as they will understand slowly by the time, and class teachers 

would not consider different kinds of assessment procedures for them. 

Regarding the different assessment procedures, in the Expert E’s opinion, it was proposed 

that the teachers needed to prepare a case study discussed with parents and the concerned family 

members of the children with disabilities. The parents were more experts than anyone in the 

world of his/her children. They knew their child from the very first day of birth. So, with the 
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collaboration of the parents, the class teacher needed to be well aware of the child's strong side 

and weak side. The experts emphasised on what kind of incentive was effective for the particular 

disabled child, and what did he/she like and dislikes? The assessment technique might vary from 

child to child. The teachers had to be trained in this regard.  

4.2.6 Learning-teaching Activities 

From the factual conversation mentioned above in themes, it is crystalline that the pre-

primary curriculum has contained provisions on disability, focused on the issues related to 

disability and inclusion, as well as, to some extent, ensured the flexibility in the learning-

teaching strategies and assessment process. Now, it is essential to find out, during teaching, how 

relatively the learning-teaching strategies ensured the inclusivity in the pre-primary classroom to 

reply to the research question four. This research question can be answered from the classroom 

observation and interview schedule with the class teachers and head teachers. 

The researcher has already mentioned that the issue of equity and equality among all 

children, including disabilities, has been highlighted and emphasised in preparing learning-

teaching materials for inclusivity. Learning-teaching materials are crucial for the pre-primary 

level activities, including TG, textbooks, workbooks, teaching aids, and playing objectives. 

4.2.6.1 Teachers’ Guide. Teachers’ guide is a substantial material that helps teachers 

conduct learning-teaching activities in the pre-primary classroom. According to the curriculum, 

the teachers’ guide will provide scope to operate inclusive education effectively. From the 

interview with teachers, there were no specific guidelines or content to involve children with 

disability in the learning-teaching activities. Class Teachers from all selected GPSs mentioned 

that they did not find any instruction or guideline in the TG to engage children with disability 

actively in the learning-teaching activities. CT2 clearly stated that,  
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There is a child in my classroom who has a problem with arm (PD) and can not write 

properly. I looked into my TG to find any activities for the child or any other instruction 

regarding classroom activities specifically… but did not find anything. 

In answering the probing question, how did you conduct the learning-teaching activities 

then? CT2 replied that she monitored the child closely, made a sitting place nearby, and helped 

with handwriting. However, during the classroom observation, CT2 could not able to focus on 

the particular child with the handwriting due to the overnumbered (45) children in the classroom. 

Instead, it was observed that the other child who sat next to did help with the handwriting. 

Expert A suggested that creating special arrangements thinking betterment of the 

children, such as sitting arrangement near CT, asking another child to help the children with 

disability, actually labelled the children toward exclusion and provided the idea that there was a 

necessity for special support for the child. Instead, expert A suggested that the class teachers 

could create an environment for better learning like using twin track strategy, not specifically for 

the children with disability but for all learners. 

On the other hand, Experts B and Expert C expressed their opinion that teachers only had 

15 days of training. It was the better option, for now, to engage children with disability to make a 

closer sitting arrangement and provide peer help. At Least, the child could learn how to do social 

interaction by getting help from a peer. 

Experts D opined that the detailed instruction on how to make the learning-teaching 

activities more inclusive that need to be provided in the TG. According to the Expert A and 

Expert D, the TG needed to be reviewed by the expert personnel in the field of disability, 

inclusive education and the early childhood education specialist before piloting and finalising for 

the distribution. 
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4.2.6.2 Textbook and Workbook. The curriculum has suggested creating opportunities 

for realising the goals of inclusive education while preparing the pre-primary textbooks and 

workbooks, but from the interview of the CT, all of them informed to the researcher, that they 

did not find any contents and activities in the textbook and workbook that can be useful for 

learning-teaching activities in the classroom for the children with disabilities. So, they relied on 

the traditional learning-teaching activities in the pre-primary classrooms. During the classroom 

observation in all GPSs, it was found that CTs focused on the textbook and workbook related 

activities, such as reading the story, reading after the teacher, reciting poems from the textbook, 

writing the number from 1 to 10, matching the letters with pictures, writing five letters, fill in 

blanks with missing letters. The children of the pre-primary classes completed given tasks and 

rushed toward the CTs for feedback. Most of the time of the class passed by assessing the given 

task. No differentiated task was found for the children with disability. In GPS1, it was found that 

a hyperactive child was laying down on the floor and playing against the wall, but the CT1 

overlooked the child during the written task. In GPS2, another child completed the written task 

of the child with PD. 

The researcher also found from the five days of consecutive observation that all of the 

CTs told the children to look at the wall where various numbers and letters are painted and asked 

the children specifically by name and pointing out with a finger. The child with HD (GPS4) 

could not be able to answer in the first attempt due to hearing problems and noise in the class, 

and the child with VD (GPS3) faced difficulty seeing and went closer to the wall to answer the 

question, but the other children in the class answered the question before the child with VD 

replied. Then the CT3 asked another child. 
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Experts E suggested that if we could able to ensure total participation of all kinds of 

disability besides mild and moderate, then the necessity of braille, audiobooks and other types of 

related materials will be prepared spontaneously. The teaching aids needed to be prepared as per 

it could meet the equity inclusion for the children with disability.  

4.2.6.3 Learning-teaching Aids. From the classroom observation, the classroom lacked 

teaching aid and playing materials. No classrooms were found that were completed with four 

suggested material corners as stated in the TG; 1. Corner of imagination, 2. Corner of block and 

movement, 3. Books and drawing corner and number 4. Sand and water corner. The CTs mainly 

focused on the academic activities instead of letting the children engage in the playing and 

gaming activities. It was found that GPS5 locked the materials in the cupboard instead of 

keeping them in the open places. CT5 of GPS5 said, "These children studying in the government 

primary school come from very poor families. So, the children try to steal these colourful 

materials and take them home with them". 

CT3 demoralised and forbade children to play with the sand and water because during the play 

with sand and water, they make the classroom dirty and muddy. CT3 stated,  

I do not understand why there is a sand and water corner in pre-primary classrooms. The 

children always make the classroom muddy during the playing with sand and water. I 

have to omit these playing activities to keep my classroom neat and clean. 

From the expert opinion (Expert 3) it was learnt that the play with sand and water 

enhance children with both fine and gross motor activities. It was not necessary to play with sand 

only. CTs were also instructed to use rice, pulse instead of sand. Besides, the CTs might do the 

sand and water activities outside of the classroom which could be more enjoyable for all learners 

including the children with disability.  
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4.2.6.4 Play and Game. Game is an integral part of the learning-teaching activities to 

grow socialisation. The researcher found from the classroom observation that children with 

physical, visual and hearing disabilities and intellectual disability were not active participants. 

Other children usually do not let them play or take them (children with disability) with them 

while playing, and class teachers usually ignore them. All of the CTs, during the interview, said 

that they always tried to engage the children with disability with other children in the playing 

activities. However, during the classroom observation and late from the interview, no significant 

activities were found from the CT's end for the children with disability. 

On the other hand, children with hyperactivity always took active participation in all 

games. In GPS3 and GPS1, hyperactive children were running with other children in the 

'Traincar' game and during stoppages at various stations for checking their hair, nail, and teeth; 

the child (GPS3) was observed riding a horse, and in GPS1, the child was playing with a tennis 

ball. Both CT (1 and 3) forbade the child to participate in the 'Train car', but the children did not 

listen to the teachers and retook part in the 'Traincar' game with other children. Then the CTs let 

the hyperactive children participate in the game. 

In the classroom activities of the pre-primary level in GPS2, it was also found that during 

the playtime, a child with PD was not welcomed to take part in the game according to the class 

routine. Some children were playing with a ball, and when the child with PD caught the ball and 

tried to take an active part in the game, the ball was snatched away and told to play with some 

other children. When the child said to the teacher about the exclusion issue, the other children let 

the child participate in the game. 
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4.2.6.5 English lesson. There was no instruction regarding English in the curriculum and 

the textbook. But from the classroom observation the three CTs out of five, also focused on 

English. CT1, CT2, and CT5 wrote various alphabets A, B, C, D on the black board and drew 

pictures beside the letters. The children with disability also had to take part in English learning 

activities with other children. The CT2 said with proud that, 

“There is English in the grade one level but the textbook and workbook contain no initial 

learning part on English. To keep my children advanced and in order to prepare them for grade 

one English, I also focus on English. Thus the children of this school are more advanced than 

any other school in this area.”  

The teachers should take the initiative to create a favourable environment in the 

classroom that will encourage the normal children to accept the disabled children as their friends 

and classmates; the teachers should facilitate the active participation of the children with special 

needs in the co-curricular and cultural activities along with the normal pupils. 

4.2.6.6 Addressing Children by Their Name. It is also observed that if the children with 

special needs were addressed by his/her name, provided attention to the class teacher and 

actively listened to the instruction. But teachers were not able to address the children with 

disabilities most of the time by name. And the teacher did not ensure the participation of the 

children with disability in most of the cases and overlooked the activities until any unwanted 

situation arose like violence or crying of any particular child.  

Experts suggested that if children including disability were addressed by name regularly 

they felt like that they were in a home environment. In the home, children were always addressed 

by name. So, for creating a learning environment like home, children should be called and 

addressed by name in the classroom. 
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CT2, CT3 and CT5 said that they always address their children by name but at the pre-

primary level it took longer than other classes because all of the children were new at this level. 

4.2.6.7 Involvement of the Family. The role of the family side by side with that of the 

school is very important for child development and his/her learning at the pre-primary level of 

education. The child spends a critical phase of development and learning in the family up to five 

years of age. Even when the child comes to a pre-primary class, he spends only 2.5 hours in the 

school and remains with the family for the rest of the day. So the family has a great part to play 

in the teaching-learning activities. From the interview with the CTs and the HTs, it was found 

that the parents were not cooperative. Three out of five CTs and all HTs mentioned in their 

interview that parents could not provide quality time to their children in their children’s learning 

due to low family income, always in search of income-generating activities. The communication 

and relation between the parents of the children with disability and the teachers, both HTs and 

CTs, were not effective. During the school observation in GPS 2, it was found that a guardian of 

a child came to the classroom and asked the class teacher to allow his child to be present at the 

class even an hour late. While interviewing the head teacher, she said,  

“The guardians of this area are not concerned regarding the formal time schedule of the 

pre-primary classes. They always send their children whenever they want to”. 

The HT2 also said, 

“The attendance of the children with disability is always poor not only in the pre-primary 

level but also in other grades. The parents send their children irregularly which creates the 

educational gap of the learning-teaching activities. My CTs are always facing challenges to make 

the parents understand regarding the importance of daily presence in the school.” 
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Parents-teachers meetings used to take place on the school premises once a month, 

according to the HTs. But some of the parents of the children with disability came three or four 

days later and explained they did not know or could not make time to be present on that day. 

According to experts, there was a lack of continuous assistance from the parents in the school. 

Even the guardian never wanted to admit that there was any kind of disability in their children. 

Children with intellectual disability were explained by their guardians that everything would be 

fine after a certain period of time.  

Most experts (four out of five) opined that the parents and other family members could 

provide the CTs with information about the child, such as likes, dislikes, particular aptitudes, 

skills, and weaknesses. That would give the teacher a complete picture of the child and could 

help the CTs to assist the child with disability in the learning process in the best possible way. As 

a result, the learning process within the classroom could become more meaningful, the 

relationship between the teacher and the family could be strengthened, and the child could feel 

secure at school as if s/he were at home. Alongside the efforts of the teachers, the parents and 

others in the family should render continuous assistance for the learning of the child. The family 

and the school could have a mutually complementary role to play in this regard. 

4.2.6.8 Assessment. The children including disability were assessed on a regular basis, 

and their expected learning progress evaluated by the CTs. Assessment is essential for obtaining 

a clear picture of the child's learning progress. The pre-primary curriculum (2011) has stated that 

the assessment process should be informal and continuous. Both strategies needed to be used in a 

flexible way at the pre-primary level on the basis of children's performance. 

From the classroom observation, the researcher found that class teachers asked questions 

to the class regarding some daily life issues (e.g. What day is it today? Which date is today? Who 
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did not brush his/her teeth before coming to school? Who ate breakfast today, raised hand? What 

did they eat for breakfast?) and children replied or/and raised their hands. The teacher also asked 

about children's hobbies, favourite foods, favourite flowers, favourite dresses, etcetera in the 

classroom and the children answered and participated in the discussion. It was also found that 

children asked the teacher about the teacher's hobby, favourite food, flower and dress and teacher 

replied too.  

Children with visual (GPS3) and physical disabilities (GPS2) participated in this 

discussion, and hyperactive children answered in a loud voice and sought attention from the 

teachers. Sometimes the teacher provided attention and continued the discussion with the 

children with ADHD (GPS1 and GPS3), but most of the time, the teacher told that particular 

child not to shout in the classroom. But in different scenarios, the researcher also observed that 

children with hyperactivity participated politely after the teacher continued his/her discussion 

with the child. 

Children with ID (GPS1), and HD (GPS4) face difficulty in participating in discussions 

with the CTs. From the classroom observation, the teacher asked the student with ID, HD, and 

repeated the questions, but with the answer, the class teacher was not satisfied. Children with HD 

with hearing devices answered to the teacher with the help of peers, but the child with ID did not 

answer properly. During classroom observation, three out of five CTs ignored these students 

intentionally and concentrated on the other children. 

One of the teachers answered, “I am responsible for all students, no for the disabled 

children in my classroom only. It takes too much of my time to teach him/her than my other 

normal children”. (CT5) 
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During the interview scheduled, CTs used observation, oral, written assessment strategy 

for all children whether with disability or not. CTs asked children to recite, write, draw in the 

classroom and evaluate the given tasks. Whereas the curriculum has instructed in regard to 

formal assessment methods, on the contrary, from the interview with the CT of all selected 

schools, they were practising year-end final examinations to upgrade the children in grade one 

from pre-primary level. However, they were well aware of the government rules regarding 

formal assessment procedures with no year-end examinations until grade three. Nevertheless, 

according to HTs interview, they conducted year-end formal written examinations at the pre-

primary level, which was not mentioned in the curriculum. All of the HTs and CT stated that 

they knew the rules about no year-end examination at the pre-primary level. However, in order to 

keep the parents happy and satisfied, they (HTs) had to conduct the year-end examination. All 

the children in the pre-primary classes, including children with disability had to go through the 

written formal assessment procedure. There was no different assessment process for the children 

with disability and whatever they passed and failed in the exam, they upgraded to the grade one, 

except the parents wanted to keep their child in the same class which was found at GPS4. The 

parents contacted the CT4 and HT4 and requested that they wanted their child to stay in the pre-

primary level for another year. 

From the classroom observation and CT interview, it was found that three out of five 

teachers could not maintain the observation technique or table used for assessing the learners 

including disabilities. CT5 said that, “It is not possible to maintain an observation table for each 

child in the classroom. But I observed my child everyday”  

CT4 was not able to complete the observation table due to 60 children in the class. CT4 

stated,  
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“I have more than 60 children in my class. I have to maintain a tight routine schedule for 

my classroom activities. It is not possible for me to maintain the observation table for each 

of the children. But I usually take note on the attendance sheet if anything noticeable 

happens.” 

During the interview, Four out of five experts commented that the year-end examination 

is not appropriate for children with disability as well as all learners at this readiness level. 

Another expert commented that due to lack of skill the CTs were not able to conduct the 

continuous assessment for the children with disability. Experts C and Expert E stated that the 

children with SD and HD faced challenges in oral assessment procedure. It is found that the class 

teachers did not use different assessment techniques instead of the oral assessment besides 

repeating the questions. Experts also stated that children with ID and ASD face serious 

challenges in oral and written assessment procedures. Because of their neuro-developmental 

disability, their brain could not perform as the others brain could. Even they could not able to 

provide attention to hear and listen to the instructions from the class teacher and could not enact 

accordingly in response to the teacher. The teacher needed to be remarkably patient in this regard 

in order to help the child with ID or ASD to make him/her understand the instruction and ensure 

active participation assessment procedure. 

4.2.6.9 Activities in the Classroom. From the classroom observation, the researcher 

found that CTs of the pre-primary level provided individual tasks, group tasks, project work and 

role play. All CTs said that during the role play of ‘doctors’ all learners showed interest to take 

part including children with disability. Project work included cleaning the school premises once 

in a week and group tasks like making round shape, triangles in a group by holding each-other’s 
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hands. From the classroom observation children with hyperactivity found it so much exciting 

where the children with ID showed not much interest but both of them took part in the activities. 

The researcher also noticed during the classroom observation that the CTs wrote on the 

blackboard and told children to write on the workbook. In GPS1 the child with hyperactivity did 

not listen to the CT1 and went out of the class and back after some times, but the teacher 

overlooked that. During the interview CT1 stated that, “I willingly did that. The child usually 

goes out and comes back after a while. If I go after the child for a chase the class will be 

disrupted.” On the other hand, in GPS3, the CT stated in interview that, 

I usually provide some leadership tasks to the children with ADHD. I make the child class 

captain to observe the classroom activities and help other children who can not perform 

accordingly. The child happily helps the other children in various learning-teaching 

activities.  

 The experts also suggested that providing leadership based tasks, communicative 

and collaborative tasks during project and assignment based activities and team monitoring could 

help the ADHD to be engaged in activities in a positive and productive way. 

Three of the experts suggested that teachers need to have the proper training on inclusive 

education in order to ensure the proper use of the teaching materials and encourage all children 

to take part actively in the learning teaching activities. The training needs to be incorporated 

from top management to down for the respective personnels. Fifteen days of training was not 

adequate. So, that might be a reason, that the teachers were practising traditional learning-

teaching activities in the pre-primary classroom which was found from the classroom 

observations and CTs interview.  

The figure 4.4 is shown the activities conducted in the pre-primary classroom.  
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Figure 4.4 

Activities in the Classroom 

 

 

4.2.6.10 Teachers Training and Skills. From the classroom observation, the researcher 

found that the CTs had content knowledge on Bangla and Mathematics. In order to engage the 

children with disability, experts focused on pedagogical knowledge and pedagogical content 

knowledge. During the interview four out of five CTs stated that they repeated the instruction, 

made a closer sitting arrangement for the children with disability but could not mention any 

differentiated teaching activities to engage all learners in the classroom activities. 

The experts focused on the pedagogical knowledge as well as pedagogical content 

knowledge for the class teachers of the pre-primary level to ensure proper inclusion. Expert A 

strongly suggested that the CTs should be skilled with both hard and soft skills in order to 
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conduct the learning-teaching activities for all learners, including the children with disability. 

The hard skills included classroom management considering the children with disability, material 

development, and sufficient knowledge about the proper use of the teaching materials, and 

assessment mechanism that could meet the needs of all learners in the classroom. 

 Expert A, also described the soft skills. The soft skills included the communication 

ability that led to a total communication approach and assisted the learners through the multiple 

ways of communication, a positive approach to developing collaboration among all children. In 

addition, the learning-teaching activities of CTs not only deliver the knowledge but also act as a 

facilitator. CTs need to play the role of coordinator so that the learner would be able to be 

engaged in learning-teaching activities by themselves and able to do everything to achieve the 

learning outcome. The role-play as a facilitator would create an effective learning environment 

for the children with disability. The CTs must obtain leadership quality and be able to distribute 

the leadership quality among all of the children in the classroom, which is known as 

transformative leadership or distributive leadership. That could develop a fruitful learning 

environment for all. The figure 4.2 is given below addressing the soft and hard skills.  
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Figure 4.5 

Skills of the Class Teacher 

 

   

The Expert A suggested making an individualised educational plan (IEP) for each child 

especially for the children with disability in the classroom. Where the CT with the help of 

parents will form an educational plan considering the strong side and weak side of the children 

with disability and focus on the strong side to overcome the weak side.  

4.2.6.11 Classroom Settings. As per the national pre-primary curriculum (2011), the 

teachers-students ratio in pre-primary classrooms should be 1:30. The teaching-learning process 

has already been specified for achieving the curriculum objectives in a class where not more than 

30 children were present at a time. If more than 30 children presented in the class, the class 

teacher would face problems in conducting the teaching-learning activities, and the scarcity of 

necessary teaching materials would create a hindrance to proper learning. For that reason, it was 
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desirable that there should be a maximum of 30 children in a class. Another class needed to be 

opened if more than 30 pupils were admitted into a school offering pre-primary education. 

However, from the classroom observation, every GPS had more than 40 children in pre-primary 

classes. The GPS4 had more than 60 children in each of the classes. During the interview, the 

HT4 stated, “It is not possible for a government primary school to say no regarding the 

admission at the pre-primary stage. I have to enrol whoever wants to get admitted their children 

aged five plus at the pre-primary level in my school. There is pressure from local people.” 

Due to overnumbered children in GPS4, the class teacher faced a challenge to involve all 

learners in the learning-teaching activities. The CT4 could not be able to provide special 

attention to the children with disability. There was a lack of learning-teaching materials and 

teaching aids in the classroom to ensure the active participation of all children, including the 

children with disability. The curriculum suggested a U-shape sitting arrangement that could 

facilitate the class teacher to observe all children and ample space in the middle of the class as 

well as an organised four learning corner as per the curriculum demanded. In order to ensure the 

sitting space for 60 children, the class teacher and school authority could not manage the 

necessary infrastructural modification of the classroom in regard to ensuring an appropriate 

activity-based learning environment. The class teacher said, “I can not manage the class all the 

time due to the outnumbered children in my classroom. There is noise all the time, and most of 

the time, I always have to shout to make the children understand my instruction. The sitting 

arrangement of 60 children is shown in Figure 4.6. 
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Figure 4.6 

Sitting Arrangement for 60 Children  

 

From the figure, it is clearly observable that children in this classroom are facing a lack 

of space for their learning-teaching activities. Sufficient place in the classroom is an important 

component where all of the children, including the disabled, have space to move, play, and 

participate in play and game with peers. 

In GPS2, there was a different sitting arrangement in the classroom. The children sat in a 

row in the Classroom like the traditional class and CT2 stood in front of the children and 

provided direction and instruction regarding the classroom activities. No particular sitting was 

found for the children with disability (PD) in the classroom. The Expert A opined that sitting 

arrangement should facilitate the effective learning environment for the children with disability 

where the traditional sitting arrangement might not ensure the active participation due to the lack 

of space in the classroom. In figure 4.7 the sitting arrangement is shown. 
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Figure 4.7 

Traditional Sitting Arrangement in GP2  

  

According to a head teacher, the Plan International Bangladesh also helped the school 

authority and provided multimedia, television and other necessary furniture including chairs, 

tables as well as painted the classroom’s walls. The sitting arrangement of plan funded pre-

primary classroom was furnished. The sitting arrangement of plan funded school is shown in 

figure 4.8. 

Figure 4.8 

Sitting Arrangement of Plan Funded classroom  
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The class teacher of the plan funded pre-primary classroom said, “Before the pandemic, I 

had a child with Autism in my classroom. The child pushed the chair of the other child who was 

sitting beside, and the child fell down on the floor with the chair and got hurt.” From the 

classroom observation, it was found that the child had a lack of playing space in the classroom 

for the furniture but the head teacher was happy with the classroom setting. 

4.2.6.12 Learning-teaching Environment. The immediate environment of the child 

played a significant role in the teaching-learning strategy. Contrary to popular belief, a child's 

learning environment was limited to the school's four walls; in reality, it extended far beyond the 

school's perimeter. After family, the pre-primary school has considered as the first and most 

important learning environment for the child. At the stage of the pre-primary period, many 

studies discovered that the learning environment exerted an immense influence on the learning 

and child's psychology.  

The class teachers illustrated that they conducted the learning-teaching activities in the 

classroom and outside of the classroom. However, from the classroom observation, there was a 

lack of space for the child as well as those with disability to play, jump, run hither and thither, 

imagine as the learners liked, and freely move in and out. Though in the learning-teaching 

process, the environment played a colossal role, the classroom environment was not adequate for 

effective learning-teaching activities. The classroom walls were coloured brightly and contained 

various letters and numbers, but the colour faded away. Schools were lack of learning aids in 

order to engage children in play, games and drawing activities. The experts suggested that 

children should have the regular opportunity to play and react with satisfactory educational 

materials and sufficient playthings in the classroom. The child's drawings, arts, and pictures 

could be displayed in the classroom to create his/her ownership over the classroom so that they 
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might consider the room as their own place exclusively. Experts A opined that, to feel safe, 

pleasant, secure and encourage the child to fly high in their (children) world of fantasy, the 

classroom settings needed to be relevant and overwhelming. 

4.2.6.13 Role of the Teacher. In the learning-teaching activities of pre-primary 

education, the teacher must play the most substantial part; that was the reason that the teacher 

prepared through training. Acquired through training, the appropriate reflection of the skills in 

the process of learning-teaching was not sufficient. According to the experts, the teacher should 

create a child-friendly environment in the classroom and maintain it and become a friend to the 

child. The teachers’ tone of talking, reaction, and communication with the child, should be 

learning-friendly to ensure learners’ spontaneous and active participation in various activities. 

The role of teacher in the classroom was as a class leader with commanding voice and ordering 

in the classroom activities found from the classroom observation. The teacher provided tasks on 

the board as well as verbally towards the children and the children did in the classroom activities 

including the children with disability. The language, tone, emotional warmth towards the 

children was not adequate to create a joyful learning environment. The CT1 and CT2 illustrated 

in the interview that to maintain the overnumbered children in the class, they had to speak in a 

loud voice and provided tasks to keep the children busy. 

4.2.6.14 Role of Community. Along with the role of teachers, parents, and the school 

environment in ensuring the child's learning and development, the community or society played 

an important role in learning-teaching strategies. The community/society could help the school in 

various ways; e.g. donating toys and teaching aids, community members serving as para 

teachers, and assisting the school in holding some outdoor events like school fair, annual sports, 

parents’ day, organising some festivals, introducing social and cultural personalities to the 
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children. The pre-primary schools should also establish a relationship of cooperation with the 

cultural and social organisations of the larger society so that community resources might be 

utilised in furthering the child’s learning. From the observation it was found that there was no 

noteworthy community involvement to make the learning environment appropriate at the pre-

primary level. In the southern part of Dhaka, the plastic factory was just beside the school and 

there was no concern from the community. One of the primary head teachers stated, “Our local 

community does not bother about the pre-primary school and its activities”. A case of stealing 

took place and the thief took the projector of the school (GPS2), cutting the window’s grill. In 

GPS5, local people were found gossiping in the school premises during the school time.  

4.2.6.15 Schools Infrastructure. From the observation, most of the pre-primary schools 

are situated in the hard to reach areas. There is no easy way to find out the location of the school, 

and the environment of the pre-primary schools is beyond imagination. The colour of school 

buildings has totally faded away, and buildings walls are damaged and broken in various places. 

The environment is totally unhealthy as well as unhygienic. Plaster falling off the ceiling and 

mouldy classroom walls are found in several schools. Though the classrooms were painted with 

colourful pictures and letters and numbers, due to the mouldy walls, some numbers and letters 

vanished and faded away. During the observation, it is found that all of the schools have smelly 

and unclean toilets, which are totally unhygienic for the young children. Doors lock of toilets are 

not working, leakages in the water taps, yellow and unclean commodes are the common scenario 

for the pre-primary school observed in all schools in Dhaka city.  

A primary school (GPS1) situated in the most northern part of Dhaka city, there was no 

school boundary wall. Road construction and repairing materials took place at the school 

premises in the name of local development, but there were enough places outside of the school 
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boundary. Children were found playing with the construction materials, and school teachers 

overlooked the total scenario. The environment of the pre-primary school situated in the southern 

part (GPS2) of Dhaka was fearsome. The wall of the plastic factory and school were adjacent to 

each other. Smell and smoke from the plastic factory always remained in the classroom, which 

was poisonous for the young children. Children were always inhaling the contaminated air, and 

their respiratory organs were in danger in this school environment. HT2 commented, “We have 

raised the issue regarding the plastic factory in our SMC meeting, but no fruitful solution or 

discussion took place in the meeting”. 

From the observation, the researcher found that most schools (three out of five) did not 

consist of ramps for entrance for the children with physical disabilities, and children with visual 

disabilities faced challenges to enter in the classroom without help from others. Though a few 

schools had a ramp but the making of the ramps was not easy going for the wheelchairs. 

One of the head teachers (HT3) said that, “We discussed with the higher authority about 

the school environment and infrastructure, but they did not respond accordingly.” 

From the observation, there was a lack of warm, comfortable and pleasant environment 

for the young children with disability where they could feel secure and happy and engaged in 

spontaneous participation and openings for intellectual and physical involvement for their 

holistic development. 
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Chapter Five: Discussion and Recommendations 

The discussion and recommendations of the study are presented here in this chapter. The 

discussion is organised around the major themes that emerged from the study's data. The 

discussion proceeds in the same order as the presentation of the research findings. The researcher 

discussed the major findings based on the themes. The findings of the study are also compared to 

those of other similar studies conducted in the same area. The second section of this chapter 

contains recommendations based on the document analysis and study findings on pre-primary 

curriculum and its practices. 

Pre-primary education, which is known as early childhood education too, is essential for 

all children, especially since contemporary research has revealed that the majority of brain 

growth and development occurs during childhood (Banu, 2012). Pre-primary education is critical 

for the emotional, social, and personal development of children. Pre-primary school is a child's 

first experience in a planned setting, where they learn the value of sharing and the importance of 

learning new things, both of which promote personal growth. Considering the importance of pre-

primary education, the pre-primary curriculum was formed by the NCTB (2011) in Bangladesh. 

Though the curriculum constituted addressing all normal learners according to the curriculum, 

the children with special needs were brought into consideration during its development.  

4.1 Analysis 

Based on the Early Learning Development Standards (ELDS), the pre-primary 

curriculum (2011) has been constituted. The expected standards of the ELDS focused on 

achievable knowledge, skills and behaviour for the children from the age of one to eight. The 

ELDS had developed for monitoring early childhood development programs as well as to assess 

child development and their learning progress. According to ELDS, the child development 
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process has been categorised into four domains of development such as i) Development of bodily 

motion and ability for movement, ii) Development of social and Emotional Skills, iii) 

Development of Language and Communication Skills, and iv) Cognitive Development. Further, 

the pre-primary curriculum divided the cognitive developmental domain into five different 

learning areas; pre-mathematics, creativity and aesthetics, environment, science and technology, 

and health and safety. So, based on ELDS, the curriculum constructed all together eight domains 

of learning areas and constituted various achievable learning competencies under each learning 

area. 

The learning domain constructed in the child-centred, activity-based pre-primary 

curriculum (2011) has addressed inclusivity meticulously. However, in the researcher’s opinion, 

the curriculum could be more inclusive in the context of children with disability as the 

kindergarten curriculum of Hong Kong has done already. The curriculum of Bangladesh has 

focused on the physical movement in the achievable learning competency that the children, 

including those with disability, will perform various activities in order to develop their balance, 

fine motor and gross motor activities. Similarly, the CDC (2017), has also focused on physical 

fitness and health in order to maintain a healthy body, joyful mind, and good social life, which 

would lay the foundation of positive values and attitudes for all learners in an inclusive 

environment. Hong Kong has also formed a ‘Physical Activity Guide for Children Aged 2 to 6’, 

which they published in 2014. Further, the CDC (2017) has mentioned the pedagogical approach 

for the teachers to maintain sufficient safety precautions and avoid the comparison of the 

children’s abilities in order to ensure an inclusive learning environment. 

The second domain of the learning area in the pre-primary curriculum (2011) is 

‘Development of social and emotional skills’, where the curriculum has focused on that the 
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children will be able to make friends with equal aged groups, live together through acquiring 

social qualities, and show emotion. Children with disability also practise these skills 

successfully. Similarly, CDC (2017) also focused on affective and social development in the 

curriculum framework in an inclusive environment. The NCERT (2019) of India also addressed 

pro-social behaviour in their skills and provided special attention to the children with special 

needs. 

The CDC (2017) focused on language ability that the children, according to their 

capability, will be able to listen and speak before writing and reading. The NCTB (2011) also 

focused on the ‘Language and communication skills’ and incorporated the learning outcome for 

the children. Similarly, Australia (DEEWR, 2009) also emphasised on the language ability of all 

learners as per the individual’s ability. It was also argued in previous research that a good way to 

ensure quality of learning-teaching activities, listening to children and incorporating their ideas 

and thoughts (Cheeseman, 2017). 

The other learning domains derived from the ELDS’s ‘Cognitive Development’ sphere that had 

included pre-mathematics, creativity and aesthetics, environment, science and technology, and 

health and safety for all children, including the children with disability and needed to be 

practised in an inclusive environment through various activities. They also emphasised early 

childhood mathematics, art and creativity, and nature and living, which were similar to the 

divided areas of cognitive development of ELDS. Hong Kong did not address the term special 

needs in their curriculum framework; however, the CDC addressed all learners, including the 

children with disability, in a different way that the class teachers should facilitate the activities as 

per the unique ability and needs of the children. There would not be any kind of comparison 

regarding the performance among the children. The NCERT (2019) also mentioned that there 
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should not be any formal instruction from the class teacher’s end to ensure inclusivity in the 

classroom. The curriculum of Bangladesh also mentioned that the class teachers would use their 

innovative skills in administering the learning-teaching activities in order to attain the learning 

outcome provided in the curriculum for all children, including the children with disability and 

ensure inclusivity. Similarly, the preschool curriculum of California (2010) and the preschool 

curriculum of California (2011) has also mentioned the modified learning teaching activities with 

innovation skills for the children with disability. 

5.2 Provisions 

The researcher found that the national pre-primary curriculum incorporated some 

significant provisions for the children with special needs. The special needs children are 

described in the curriculum as having some kind of physical, mental, intellectual, visual, or 

hearing impairment or disability that makes it difficult for them to receive an education in the 

same educational institutions as their normal peers. According to the pre-primary curriculum, 

such mild and moderate disabled children could be attended school with other normal children if 

they were given some kind of special aid or assistance to help them overcome their barriers 

which created hindrances to education. The study also found provision regarding the 

infrastructural changes in the school. Instructional materials, teaching aids and classroom 

activities should also be designed to aid in the socialisation of children with disabilities. The 

learning-teaching strategy should be structured to make it easier for disabled children to be 

socialised. 

Similarly, the pre-primary or pre-school curriculum of India constructed by the National 

Council for Educational Research and Training, (NCERT, 2019) also incorporated the provisions 

regarding the children with disability. Article 41 of the Indian constitution clearly stated that 
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within the limits of the economic capacity and development, the state must make effective 

provisions to secure the right to work, sickness, old age, and disability (Dawn, 2014).  However 

the NCERT did not form a separated chapter like Bangladesh national pre-primary curriculum; 

rather they addressed children with disability everywhere as per the need of the learners. In the 

part of the early learning and development in pre-primary curriculum, NCERT incorporated 

provisions regarding the careful inclusion for the children with disability. According to NCERT 

(2019), addressing children with disability in learning-teaching strategy, suitable classroom 

modification, assessment procedure and constructed provisions.  

5.3 Children with Disability 

According to the pre-primary curriculum (2011), having a disability, impairment, or 

handicap, whether physical, mental, intellectual, visual or hearing, makes it difficult for them to 

receive education in educational institutions intended for their normal peers. Children with mild 

and moderate disabilities are encouraged to participate in pre-primary education in the country. 

On the contrary, it is found that labelling is a form of exclusion of the children with disability 

from the society (Šiška & Habib, 2013). In the pre-primary curriculum of other countries did not 

categorise regarding the enrollment of the children with disability in their education system such 

as India addressed just as children with disability (NCERT, 2019). In the pre-primary curriculum 

of India, no category was found regarding types of disability or severity of the disability. In the 

kindergarten in Hong Kong (2017), there was no word for disability or special needs; instead, 

they addressed every child as an individual with different learning abilities and suggested 

inclusion for all (CDC, 2017).  

CDC (2017) considered children as unique individuals with unique personalities, 

capabilities and interests, as well as the speed of development. They also differ in languages, 
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cultures they have acquired by birth and habits of living. The children should have the chance 

and opportunity to obtain a quality education, regardless of the factors of culture, race, the 

background of the family, growth, development and ability. The schools should aim to create a 

learning environment that will be inclusive for children and offer them enjoyable and rewardable 

learning experiences. In addition, the schools should comprehend and accept the diversified 

abilities of the children as well as their needs in learning in order to make adaptations in the 

curriculum and the pace of learning and teaching to ensure the proper growth and development 

of the children. Effective support strategies and techniques need to be developed according to 

school context in order to allow children with distinguishable learning, and adaptation needs to 

be able to enjoy learning along with their peers on the same campus. 

So, in 2006 Hong Kong addressed special needs (CDC, 2006) in their kindergarten 

curriculum, but in 2017 they omitted the word but addressed all learners, including the disability, 

in a technical way. On the other hand, the United States addressed fourteenth categories of 

disability that children faced struggle in their educational level from kindergarten and pre-

primary to grade twelve and provided free and appropriate education for them under the federal 

government (Hebbeler et al., 2012). 

5.4 Focus on Inclusion and Disability 

Different countries worldwide emphasise inclusive education during the formulation of 

education policies. The aim is to ensure all children have access to mainstream education. The 

findings of recent educational research also provide insight into the positive outcomes of 

inclusive education in educational institutions. Considering the individual speciality and variance 

of all children and the opportunity to participate in all children is created under an inclusive 

educational programme in the educational process. It is revealed that inclusion improves the 
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educational scenario and yields better results in the cultural, social, and economic fields. 

Research showed that education with the participation of all children in an inclusive environment 

leads to the total development of the children including those with disability. (Rich-Orloff, 

2010). 

The pre-primary curriculum of Bangladesh (2011) has incorporated a chapter focusing on 

inclusive education and children with disability. In the separated chapter, the curriculum formed 

a guideline regarding how to focus on inclusive education for the children with diversified 

backgrounds, including vulnerable children, gender equality, children from the tribe and special 

education. In the chapter on inclusive education, the curriculum focused on the children with 

disability and the learning-teaching strategy and assessment procedure of the children. 

Furthermore, the curriculum also stated that the children with disability needed to be provided 

with a stipend in regard to increasing their enrolment in mainstream education.  

Similarly, NCERT (2019) also focused on disability as well as inclusion at the pre-

primary level. In India, three years of pre-primary education were conducted; three to four, four 

to five and five to six years of age. In all these stages children with disability were provided 

optimal stimulation in the area of learning-teaching activities, assessment, play and game for 

ensuring inclusion. In Hong Kong, inclusive education is also considered as a critical component 

of quality education and they focused on the children with disability (Zhang, 2014).  

5.5 Flexibility in the Learning-teaching Strategies 

An essential component of any curriculum is its learning-teaching process, and the proper 

use of the tasks and processes identified to assist in achieving the specified learning outcomes in 

various contexts and situations helps the learners, including children with disability, acquire the 

competencies desired in the curriculum. The contents of textbooks should be selected and 
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prepared to develop empathy and friendship among other children toward disabled children and 

ensure flexibility in learning-teaching strategies. In this regard, textbook authors and editors 

should use caution and wisdom. The curriculum has also shed light on textbook presentation 

language and illustrations with pictures/diagrams that should depict the positive aspects of 

disabled children in order to make mainstreaming easier. Besides, the people who will construct 

the workbooks, materials, and teaching aids should have a positive attitude toward children with 

disability (NCTB, 2011). The national pre-primary curriculum (2011) has provided flexibility for 

the children with disability to administer differentiated learning-teaching activities considering 

the type of disability. According to the experts, the curriculum is child-centred and activity-based 

so that the class teachers have adequate options to conduct the learning-teaching activities 

flexibly as per the learner's need, whether abled or disabled. 

Similarly, Jebaraj and Sundararasan in a study conducted in 2019, suggested that children 

with disability needed to be provided flexible learning-teaching strategies for their better 

performance. In Hong Kong, the curriculum also provided flexibility in learning-teaching 

strategy and mentioned that the teachers should care for, realise, accept, and understand the 

individual needs of children and abilities that schools adopt the "child-centredness" as the 

curriculum's core value and uphold the principles of inclusion that allow children in order to 

develop their unique strengths and unleash their full potential as per the children's ability (CDC, 

2017). 

5.6 Flexibility in Assessment Process 

Assessment is an integral part of understanding and measuring the learners' progress as 

well as their performance and competency. For children in pre-primary, the curriculum proposed 

criterion-referenced assessment. However, in some particular cases for children with disability 
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suggested by the pre-primary curriculum (2011), exceptional assessment techniques may be 

required to ensure flexibility. The overall condition of children with disabilities must be carefully 

considered before any assessment technique is used (Hebbeler & Spiker, 2016). The curriculum 

also mentioned that it might not be possible to ensure inclusivity if the children with disability 

were assessed using the traditional assessment procedure.  

Experts also suggested using a flexible assessment procedure for the children with 

disability and constructing an IEP that considers the children’s strengths and weaknesses and 

assesses them according to a particular period.  

Correspondingly, According to IDEA 2004, part B, it was essential to construct an IEP 

for the children with disability, including the annual goal that needed to be achieved and assessed 

continuously in a flexible way (Hebbeler & Spiker, 2016). The curriculum has also mentioned 

that assessment of the children with disability should be done flexibly. Similarly, a study said 

that the assessment at the early childhood stage depended on various measures and needed to be 

flexible considering the environment and the child (Ishimine & Tayler, 2014). 

5.7 Learning-teaching Activities 

The pre-primary curriculum (2011) has recommended activity based learning in the 

classroom. At the stage of early childhood education, it is important to ensure effective learning-

teaching activities in the classroom for all children including the children with disability. Further, 

inclusive education is a critical component of effective learning-teaching strategies (Zhang, 

2014). The children with disability are in need of proper care and modified instruction from the 

teacher. The modified instructions and additional support for children with disability may 

positively impact the development of their behavioural, social, and communication skills 

(Cameron & Cook, 2013). This study also stressed improving classroom skills from the 
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beginning of schooling. Agran et al. (2010) added to focus on teaching self-management and 

daily life skills to prepare them to work independently and follow the classroom instructions in 

the learning-teaching activities. The researcher would not find any significant modified learning-

teaching activities or instruction at the pre-primary level. The other essential skills needed to be 

in a formal classroom setting are being engaged in individual work, participating in the group 

work, role-play activities and following classroom routines and rules. Besides, a vital classroom 

survival skill is following classroom instructions and using classroom materials appropriately 

(Kemp & Carter, 2006). Kemp and Carter (2006) also suggest that teachers work efficiently to 

support all learners along with the children with disability in developing their on-task behaviour 

to facilitate their learning. 

5.7.1 Role Play 

During the role-play activities of ‘doctor-patient’ and group work of ‘cleaning the 

classroom’, it was seen that all of the learners, including the children with ID and PD, took part 

in it, and children with ADHD were so much interested in regard to the role-play activities. This 

type of activity is effective in initiating a conversation. Involving the children in role-play 

activities that also help to socialise and communicate with peers. When other children in the 

classroom interact and support children with disabilities, they also sequentially develop their 

social skills (Hollingsworth & Winter, 2013). Thus, children can help each other and create a 

friendly and cooperative classroom environment through role-playing activities. 

5.7.2 Teaching Aids and Playing Tools 

The teaching aids and playing tools are important media of active learning for all 

children, leading to effective learning-teaching activities. Children, including those with 

disability, needed to be provided ample teaching aid and playing tools for their joyful learning-
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teaching activities. The lack of these materials might create a hindrance to the active 

participation of all learners. In this study, the researcher found a lack of teaching aids and 

playing tools in classroom settings. Likewise, another study by Nath et al. conducted in 2014 

also found a lack of teaching aids and playing materials in the pre-primary classroom, which 

impacted the spontaneous classroom learning-teaching activities. 

5.7.3 Peer Help and Socialisation 

The researcher found during the classroom activities, children who sat beside the children 

with disability helped in the classroom activities. Children with PD and ID usually get help from 

the peer group which was found during the classroom observation.  According to various studies, 

it is a good practice to create the opportunity of collaboration as well as socialisation. Socialising 

and interacting with peers are considered great benefits for children with intellectual disability 

and slow learner in an inclusive classroom setting (Cameron & Cook, 2013). Hollingsworth and 

Winter (2013) in North Carolina and Copple and Bredekamp (2009) in Washington found 

comparable results when studying children with disability learning progress in the formal 

classroom setting. Thus, the activities in the classroom could accelerate the skill of interaction 

and socialisation for all children as well as children with disability. 

5.8 Game and Play 

Playing activities is the most critical part of learning-teaching activities. Children took 

part in the play and game but learnt about collaboration, cooperation and socialisation. The 

findings of this study also reveal that play and play-based activities create a good relationship 

between adults and young people, which seems to be key to developing resilience, self-

confidence and self-esteem (Das et al., 2021). From the study, a significant number of play-based 

activities were not observed as the curriculum stated for the children, including those with 
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disability. Besides, most of the time, the class teachers of the pre-primary schools focused on the 

traditional classroom activities like writing, reading and reciting poems. The experts also opined 

that due to the lack of modern pedagogical knowledge, the teachers were conducting the same 

old traditional learning-teaching activities at the pre-primary level where the curriculum focused 

on the game and play-based activities more. Another study by Nath et al. (2014) found a 

similarity that play-based activities used in the pre-primary schools were not fulfilling the goal of 

the existing curriculum due to a lack of experience and support from the pre-primary class 

teachers. The class teacher usually focuses on the lecture and instruction. Due to the lack of 

proper pedagogical training and lack of training on play and playful structure, the CTs are 

conducting insufficient play-based activities in the classroom environment (Das et al., 2021), 

which also leaves a poor impression on their confidence too. 

5.9 Assessment: 

The assessment procedure should be a part of the learning-teaching strategy in child-

centred learning but not be counted as the educational system's final step. (Biswas & Roy, 2010). 

It may be possible to guide children in improving their existing knowledge, attitude, and 

psychomotor skills and capabilities through proper assessment procedures (Roy, 2016). In the 

pre-primary level, the curriculum (2011) stated that the assessment should be formative with 

criterion referenced assessment method and no year-end exam. Further, the children with 

disability should not be assessed by the traditional assessment procedure. However, it was found 

from the interview with the CTs and HTs that the year-end traditional formal exam took place at 

this level and the guardians were satisfied too. On the other hand the expert suggested that it 

would not be possible to measure the progress of the children with disability through this 

assessment procedure. The study by Roy (2016) also suggested that it might not be possible to 
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evaluate the child properly if the assessment was considered as the final part of a grade or stage. 

Besides, by contemporary learning-teaching theories such as constructivism, assessment 

procedures were considered an integral part of learning-teaching activities in both formal and 

informal educational systems (Roy, 2016) not the end of any grade. In order to conduct the 

appropriate assessment for all learners, experts opined that it was essential to be skilled and 

trained with the pedagogical content knowledge. Besides the assessment process practised in the 

pre-primary classroom was totally teacher’s centred rather than child-centred and activity based. 

The voice of children and representation ignored by the class teacher (Banu, 2012). The reason 

behind this practise is teacher’s training and pedagogical content knowledge and according to a 

study, there is a positive association in the pedagogical content knowledge and the assessment of 

the children (Cueto et al., 2017).  

5.10 Role of the Family 

The children's behaviour is significantly influenced by their parents and the family. 

Honesty, responsibility and respect towards others are instilled by parents who are their 

children's first role models (MOE, 2012). In the pre-primary school, children joined in the 

learning-teaching activities for two and half hours in Bangladesh. The rest of the time, they are 

with their parents and the other family members. So, it is necessary to involve the parents in the 

learning-teaching strategies for the betterment of all children, including the children with 

disabilities. The children with disability need immense support from their family members along 

with the school (Mallillin & Mallillin, 2021). With the assistance of the concerned parents and 

family members, their pathways to achieve their educational goals will be accelerated. In a case 

study, Cobb (2014) designed a conceptual model of the 'three-legged stool of parental inclusion' 

and suggested that parental inclusion is critically important for the meaningful education of 
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children with disabilities. Parents need to take part as the foundation of their children's education 

besides the class teacher where they have to be aware of the children, and they must be 

knowledgeable and updated about the children's present situation (Cobb, 2014). In this study, the 

head teacher from GPS 4, gave an example that a child with mild Down's Syndrome got admitted 

to her school, and now she is in class six with others. She successfully completed the pre-primary 

and primary stages, and her parents were immensely concerned about the progress of the child 

with Down's Syndrome. The parents took the proper care and provided utmost importance to the 

child in every learning-teaching activity along with the CT4. The curriculum also planned and 

suggested that parental involvement is one of the key components of the children's learning-

teaching activities (NCTB, 2011). 

5.11 Teachers Training 

Pedagogical knowledge includes the understanding of learning, development of humans, 

professional values, classroom management, instructional strategies, motivational techniques, 

cultural differences, as well as individual differences that impact the children, including those 

with disability (Campbell et al., 2014) which is essential at the pre-primary level. Pedagogical 

content knowledge is significantly important in the learning-teaching process that involves the 

teacher's competencies to deliver the conceptual approach as well as the rationale of 

understanding and adaptive reasoning skills of the subject matter (Kathirveloo et al., 2014). The 

class teachers of the pre-primary level have sufficient content knowledge to teach at the pre-

primary level. However, due to a lack of pedagogical knowledge, they face difficulty in 

involving the children with disability in classroom learning-teaching activities along with all 

learners. Teachers took fifteen days of training to conduct the class at the pre-primary level. Pre-

primary children need to be engaged in the classroom activities in a joyful environment 



 
 

171 
 

(Agbenyega & Deku 2011). Teachers are the respective person who must create an environment 

of learning for the children with differentiated planning and provide instruction in an inclusive 

setting with additional support. When the teachers use differentiated planning, it makes them 

more concerned about providing additional support for struggling children to maximise their 

participation and attainment of the curriculum standards (Lawrence-Brown, 2004). However, the 

fifteen days of training is not sufficient for teachers. They need to be provided with concrete 

training regarding early childhood development as well as regarding disability. Similarly, in 

another study, Das et al. (2021) also found that most of the pre-primary class teachers confirmed 

that they need adequate training for the appropriate learning-teaching activities in the classroom. 

Furthermore, during the interview, all of the CTs said that they did not receive any training 

regarding the children with disability. Another study conducted in 2020 also found that two out 

of four class teachers did not have the idea of dealing with the children with disability (Jewel et 

al., 2020) . So, to engage the children with disability in a joyful classroom learning environment 

and ensure participation with all learners, it is essential to provide a special education training 

and a pragmatic idea of inclusive education along with the children with disability. 

5.12 Role of the Teacher 

The role of teacher in the classroom was as a class leader with commanding voice and 

ordering in the classroom activities found from the classroom observation. The teacher provided 

tasks on the board as well as verbally towards the children and the children did in the classroom 

activities including the children with disability (Sarker, 2021). The language, tone, emotional 

warmth towards the children was not adequate to create a joyful learning environment. The pre-

primary curriculum (2011) has mentioned that the teacher should talk, react, and communicate 

with the child in such a manner that the child would have faith in him along with full confidence 
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as they rely on the parents and other close or intimate family members. Similarly, another study 

also found that the teacher’s positive behaviour, sensitivity towards special needs and stimulating 

language helped children towards effective learning-teaching activities and inclusion (Pianta et 

al., 2016). However, it was found in this research that the class teacher talked to the children 

with loud voices and shouting to maintain the classroom and was not able to appreciate the 

children with disability for their success all the time. Correspondingly, Lee and Recchia (2016) 

also found that the class teacher did not always appreciate the children with special needs for 

their unique strengths and success accordingly. 

5.13 Classroom Settings 

The ratio of the teacher and children mentioned in the pre-primary curriculum in order to 

achieve curriculum objectives through learning-teaching activities. If any of the pre-primary 

classes contained more than 30 children, then the class teacher would face problems in 

conducting the learning-teaching process, and the scarcity of the learning material would take 

place in the classroom settings. The interaction between children and teachers might be affected 

in this regard and would create a hindrance to proper learning. In the USA, most of the pre-

primary schools consisted of 20 or fewer children, and in 2012 it was 26 (Pianta et al., 2016). 

Most of the pre-primary classrooms in the USA consisted of less than 30 children, whereas in 

Bangladesh, more than 60 children were found in the classroom observation, and that had a 

negative impact on addressing the children with disability in learning-teaching activities. 

In addition, from the teacher interview, it was found that the role of the community was 

not adequately helpful. On the contrary community engagement facilitated effective inclusion 

through social activities to meet the necessary requirements of all learners (Pianta et al., 2016). 

Similarly, another study also found that the collaboration with the community enhanced the 
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inclusion for the children with disability along with the parents and schools (Baquedano-López 

et al., 2013).  

5.14 Recommendations 

Regarding the inclusive context in the pre-primary curriculum and its practices, the 

findings from this study are worthy of consideration to many extents. The researcher strongly 

believes that the study will have an in-depth impact on emphasising the inclusivity of the 

curriculum for the children with disability and practices of the learning-teaching strategies that 

can address all the children in the classroom regardless of their educational needs and level. The 

research recommends additional support for the children with disability to create more 

opportunities in mainstream classrooms in order to minimise their challenges in the process of 

proper inclusive practise of the pre-primary curriculum. The researcher also explored the 

inclusivity of the curriculum, provision for the children with disability, flexibility in the learning-

teaching strategies and assessment, and a significant number of challenges the teachers and 

children with disability have to face during the learning-teaching activities, assessment processes 

in regular classrooms. Based on the findings induced from the study, the study provides some 

recommendations to overcome the challenges and review the national pre-primary curriculum 

with a more inclusive lens and proper practices in the classroom for the better inclusion of the 

children with disability and overcome the barriers that they are facing every day in classroom 

activities. Besides, some recommendations might be considered necessary while reviewing 

National Educational Policy, the teacher’s guide and the teachers’ training manuals at the pre-

primary level. The followings are suggested recommendations based on the data from this study. 

1. As the Constitution of Bangladesh and National Education Policy promote children 

with disability to access mainstream education, the schools and all the concerns need to be 
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prepared to accept them wholeheartedly and ensure their full involvement and achievement of 

learning. The concept of inclusive education should be described to each and every related 

personnel concerned with school. To make every school ready for providing quality and effective 

education in inclusive classroom settings it is essential to identify and lessen or eradicate all 

obstacles that may hinder the opportunities and quality of education for children with disability 

at the pre-primary level.  

2. Findings from the study illustrated that the head teachers and the class teachers could 

not be able to confirm that they had seen the national pre-primary curriculum where the national 

pre-primary curriculum has incorporated the chapter on inclusive education and provided the 

directions and guidelines on learning-teaching strategies, materials, teaching aids, assessment 

procedures, and differentiated instruction regarding the children with disability. So that to ensure 

the proper inclusive practice of the curriculum at the pre-primary level, each and every GPS is 

needed to be provided with the national pre-primary curriculum. 

3. A proper guideline and instructions need to be formulated for the parents regarding 

their cooperation in the school activities. Instruction might be added in that guideline how to 

raise children with disability and parental involvement in inclusive education for the better 

outcome in the school activities.  

4. From the findings of the study, it is clear that there is a lack of coordination among our 

government educational agencies. There is a provision in the pre-primary curriculum that 

instructions should be constructed in the teachers’ guides on the use of learning-teaching 

programmes and planned activities pertaining to disabled children but from the interview of the 

head teacher and reviewing the TG again, no instruction was found in the teachers’ guide. It is 
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essential to review the teachers’ guide through the lens of inclusive education and formulate 

appropriately for all children including the disability. 

5. The pre-primary education is under MOPME and children with disability are under the 

Ministry of Social welfare. There are two ministries for a child with disability who has enrolled 

in the educational institution. If one ministry is responsible for the enrolled children, it would be 

easier to ensure the development of the children with disability. For school going children, the 

MOPME and later the MOE will take the decision regarding the additional support for the 

children with disability including the technical and vocational training along with the academic 

programme. 

6. In the Constitution of Bangladesh Article 17, education is addressed as a 'Need', not a 

'Right'. India, Nepal, Maldives, Sri Lanka, and so many countries around the world already 

address education as a Right in their constitution which provides the children with ample 

opportunity regarding their education and removes the barriers towards proper inclusion. Again, 

according to Article 28, our constitution has mentioned that every citizen of Bangladesh has the 

'Right' to go to any government institution irrespective of their disabilities which include the 

government educational institutions too. These two Articles have seemed to be contradictory at a 

glance. Further, our primary education is compulsory, which is equivalent to a Right, and as a 

signatory of the Universal Declaration of Human Rights (1948), education is a Right. So, 

through this study, the researcher strongly recommends addressing education as a 'Right' and 

making amendments to Bangladesh's constitution to promote quality inclusive education for all 

learners, especially for the children with disability. 

7. The pre-primary curriculum has encouraged the children with mild and moderate 

disabilities to enrol in the pre-primary level, but there is no direction regarding the children with 
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severe and profound disabilities. Though these are the medical terms, there is no relation and 

connection between the severity of the disability and the cognition and intelligence of the 

children. According to the experts, it may seem to be a sign of exclusion for the children with 

severe and profound disabilities and contradictory to the constitution of Bangladesh. The 

researcher strongly recommends excluding the labelling from the curriculum regarding the 

severity of the disability. 

8. A specialist on disability or special education and inclusive education should be 

included as a member of the curriculum, textbook, and teachers’ guide preparing committee to 

address the educational needs for the children with disability and ensure proper inclusion. 

9. From the findings, class teachers and head teachers were found to lack pedagogical 

knowledge and pedagogical content knowledge to conduct the learning-teaching activities in the 

classroom with children with disability. Besides, the teachers also admit that they need additional 

training to engage the children with disability in learning-teaching activities along with the other 

children in the classroom. So, intense training with pragmatic knowledge on inclusion is 

essential for all primary school teachers to admit children into school, and creating space for 

equal involvement of all children in mainstream education in an attainable way. This training 

also helps to provide a positive response to the child’s speciality, difference and variety of needs 

as well as necessary to raise the standards of learning-teaching activities to meet the learning 

needs of all children including those with disability. 

10. In every primary school, at least two teachers need to be trained in sign language and 

braille in order to meet the needs of children with visual and hearing disabilities. Then if any 

teacher would face difficulties working with the children with VD and HD, s/he could have 

assistance from that particular trained teacher on braille and sign language. 
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11. Pre-primary education is the foundation of later life education, and the children are 

active learners. So, it is significantly important to engage the children, including the children 

with disability, in various joyful activities all the time. For only one teacher without any break, it 

is hard to administer the continuous learning-teaching activities and facilitate the children 

effectively. So, there is a need for another teacher along with the class teacher to ensure the 

quality inclusion at the pre-primary level. 

12. Learning-teaching materials are pretty important at the pre-primary level. The 

materials include workbook, textbook, playing tools, teaching aids as well as digital content. 

These materials are needed to be prepared as per the needs of the children with disability and 

effectively usable at the pre-primary level for all learners. Though Bangladesh is using a 

centralised curriculum on the basis of control, proper initiatives from the concerned authority of 

GOB should be taken in regard to making disabled-friendly learning-teaching materials in order 

to ensure inclusivity. 

13. Schools are the media between family and society (NCTB, 2011). The beginning of 

formal socialisation starts in the schools for all children, including children with disability. The 

schools’ infrastructure should ensure accessibility for all children and assure a joyful learning-

teaching environment for all young learners. So, proper infrastructural adaptation and 

modification of schools need to be done considering the children with disability in classroom 

settings, stairs, toilets, and providing safe drinking water. 

14. The textbook and workbook are constructed, keeping the normal children in 

consideration. Children with visual disability and hearing disability face problems when they are 

provided with the same educational materials as the other children. Braille and audio-version of 

the textbook will be helpful for children with disability. Besides, the mainstream children will 
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also find it interesting, exciting and joyful in their daily classroom learning-teaching activities in 

the form of the twin-track approach.  
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Chapter Six: Conclusion 

The pre-primary education is “a set of knowledge along with skills and experience as 

well as behavioural rules which provides the essential for coping successfully in everyday life 

and at school” Sharma, (2020). Pre-primary education is the first step in the educational process, 

serving as a foundation for formal education (Haque et al., 2013). Pre-primary education is 

critical for the development of young children and the beginning of formal school (Alwani, 

2018). There is a need for written instruction and guidance where everything is described in 

order to make pre-primary education achievable and functional in schools. Under these 

circumstances, the GOB constituted a national pre-primary curriculum in 2011 for the first time 

in Bangladesh. The pre-primary curriculum had identified the learning outcomes, core 

competencies, and standards, as well as instruction on learning-teaching strategies that every 

child, including child with special needs, must demonstrate. An effective curriculum provides 

measurable plans and structures for delivering quality education at the pre-primary level. From 

the study, an investigation was done to explore the inclusive context in the national pre-primary 

curriculum. This research investigated the provision of the pre-primary curriculum for the 

children with disability. This study also explored the inclusivity of the national pre-primary 

curriculum for all learners, especially for children with disability. Furthermore, this research 

explored what activities the class teachers’ practise in the classroom settings and facilitate the 

children with disability to acquire the educational goals as the curriculum mentioned. The 

researcher also intended to explore the practices of the curriculum in their daily lessons and other 

activities. The current Bangladesh policy on pre-primary education and its facilitation of access 

to the pre-primary curriculum for the children with disability could be properly designed and 

implemented. To initiate possible solutions that may allow children from different backgrounds 

will acquire full access to the education curriculum. 
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Through the literature, the researcher described the law and policy for the children with 

special needs in Bangladesh and around the world. The pre-primary curriculum of the other 

countries were addressed, and concluded the provision on disability in their education policy at 

the initial stage of education. The researcher also found that through an effective inclusive pre-

primary curriculum, a diversified learning environment provides sufficient learning opportunities 

to facilitate all children, including children with disabilities, developing their multiple 

intelligences and addressing their different needs (Hebbeler & Spiker, 2016). The quality 

inclusive pre-primary curriculum will promote inclusive education and meaningful access to 

formal school education by reducing the vulnerability of dropping out or failing in the later stage 

of education and increasing the enrollment of the children. 

In order to explore the provision, inclusivity in the pre-primary curriculum for the 

children with disability and find out the way of practising the learning-teaching strategy in the 

classroom, the researcher conducted a qualitative study. The study took place in five government 

primary schools in Dhaka district. The researcher collected data through intense classroom 

observation focusing on children with disability, and interviews of the CT and HT to investigate 

the practices of the curriculum for all learners. After exploring the real scenario and 

understanding the major challenges towards inclusion, the researcher interviewed the experts in 

order to get suggestions on how to minimise and overcome the challenges that the class teacher 

and children with disability were continuously facing in the classroom.  

From the study, the researcher shared findings that the national pre-primary curriculum of 

Bangladesh (2011) has given careful attention to meet in inclusive classrooms. An inclusive 

classroom is to ensure a learning environment which is diversified that provides adequate 

learning opportunities in order to facilitate all children to develop their considerable bits of 
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intelligence or address their different learning needs. The quality pre-primary education will 

facilitate inclusive education and consequential access to formal school education by reducing 

the vulnerability of dropping out or failing in the later stage of education and increasing the 

enrollment of the children (Bandyopadhyay & Behera, 2010). The pre-primary curriculum 

allows each child, including those with disability to experience the excitement of learning of 

their own choice. Children's holistic development can be fostered through play, meaningful life 

experiences, and sensory, exploratory and interesting activities. The pre-primary curriculum 

needs to remain more accessible and child-focused to address not only mild and moderate but 

also severe and profound in regular classrooms. The result may reveal that students may struggle, 

receive poor grades, and be at risk of dropping out of school (Bandyopadhyay & Behera, 2010). 

In addition, the teacher at the pre-primary level needed to be more qualified and skilful in the 

area of learning-teaching strategy in order to meet the aims and goals of the curriculum for all 

learners to ensure inclusivity.  

Findings from the study would help the policymaker to constitute more accessibility to 

children with disability when acquiring access to the national pre-primary education curriculum. 

The study would also facilitate the teachers’ community to engage themselves to find out best 

practices for their pre-primary classroom so that they can reach all the children and address their 

needs within limited time and resources. Besides, this study may contribute to the field of 

education, special education and research for the children from diversified groups to support 

inclusion in the classroom in terms of theoretical and practical aspects. In respect of the 

theoretical aspect, this study broadens our understanding of the concepts of to use of 

differentiated planning and multiple teaching-learning strategies that can reach every individual 

and address their learning needs to a great extent. Regarding the practical aspect, some strategies 
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were suggested by the experts and practitioners in order to create an effective inclusion for the 

children with disability based on the facilities, resources and the context of pre-primary 

classrooms in Bangladesh. This research also recommends further scope to improve the pre-

primary curriculum and make it achievable for children with disability. 

This initial attempt of the researcher and the experience from the findings might further 

inspire more researchers to investigate the inclusivity and flexibility of the following pre-primary 

curriculum and the practices for the children with disability as well as the other group of children 

who are facing a challenge for inclusion.  

 

 

 

 

 

 

 

 

 

 

 

  



 
 

184 
 

References 

Agbenyega, J. S., & Deku, P. K. ( 2011). Building new identities in teacher preparation for 

inclusive education in Ghana, Current Issues in Education, 14 (1), 4-36. 

Ahsan, T., & Sharma, U. (2018). Pre-service teachers’ attitudes towards inclusion of students 

with high support needs in regular classrooms in Bangladesh. British Journal Of Special 

Education, 45(1), 81-97. doi: 10.1111/1467-8578.12211 

Aktar, M. (2013). Universal Pre-Primary Education in Bangladesh Background. 

https://www.researchgate.net/publication/350978580. Retrieved 23 June 2021, from 

https://www.researchgate.net/publication/350978580_Universal_Pre-

Primary_Education_in_Bangladesh_Background 

Alwani, A. E (2018). Early childhood education in India: A possible investment in better 

outcomes? A quantitative analysis using Young Lives India. [MPhil Thesis dissertation, 

University of Cambridge, United Kingdom]. Retrieved from https://www.younglives-

india.org/sites/default/files/Sabilah%2520Eboo%2520Alwani%2520MPhil%2520Thesis

%2520Copy%2520for%2520Young%2520Livesfinal_0.pdf 

Cheung, A. C. K., Keung, C., & Tam, W. (2021). Understanding Hong Kong Pre‑primary School 

Teachers’ Curriculum Beliefs: A Modified Version of the Curriculum Orientation 

Inventory. Early Childhood Education Journal. https://doi.org/10.1007/s10643-021-

01211-3 

Attanasio, O., Meghir, C., & Nix, E. (2015). Human capital development and parental 

investment in India. Cowles Foundation Discussion Papers. New Haven, CT: Cowles 

Foundation for Research in Economics, Yale University. 

https://www.researchgate.net/publication/350978580_Universal_Pre-Primary_Education_in_Bangladesh_Background
https://www.researchgate.net/publication/350978580_Universal_Pre-Primary_Education_in_Bangladesh_Background
https://www.researchgate.net/publication/350978580_Universal_Pre-Primary_Education_in_Bangladesh_Background
https://www.researchgate.net/publication/350978580_Universal_Pre-Primary_Education_in_Bangladesh_Background
https://doi.org/10.1007/s10643-021-01211-3
https://doi.org/10.1007/s10643-021-01211-3


 
 

185 
 

Bandyopadhyay, M. & Behera, J. (2010). Pre-primary Education in India, CREATE India 

Policy Brief 1. Retrieved from http://www.create-

rpc.org/pdf_documents/India_Policy_Brief_1.pdf 

Banu, M. S. (2012). Exploring the quality of classroom teaching practices in preschools in 

Bangladesh [Doctoral dissertation, Monash University]. Retrieved from Banu, M. S. 

(2012). Exploring the quality of classroom... - Google Scholar 

Bass, W., Sibberson, F., Hayes, S., McCraw, B., Witte, S., Waff, D., Wilkinson, L. (2010). 

Profiles and perspectives: Educators' voices on 21st century literacies. Language Arts, 

87(5), 390-394. http://www.jstor.org/stable/41804206 

Biswas, T. K., & Roy, G. (2010). Important considerations in planning student-centred education 

in Bangladesh. Primary Education Journal, 4(1), 59–68. Mymensingh: National 

Academy for Primary Education. 

Black, M., Walker, S., Fernold, L. & Andersen, C. (2016). Early childhood development coming 

of age: science through the life course. The Lancet, 389(10064), pp.77-90. 

Bruder, M. B. (2010). Early Childhood Intervention: A Promise to Children and Families for 

Their Future. Council for Exceptional Children 76(3), 339-355. Retrieved from 

EarlyChildhoodIntervention.pdf (ssbn.ro) 

California Department of Education. (2010). Preschool Curriculum Framework 1, Child 

Development Division, Sacramento, 2010. ISBN 978-8011-1682-7 Retrieved from 

https://www.cde.ca.gov/sp/cd/re/documents/psframeworkkvol1.pdf 

California Department of Education. (2011). Preschool Curriculum Framework 2, Child 

Development Division, Sacramento, 2011. ISBN 978-0-8011-1716-9 Retrieved from 

https://www.cde.ca.gov/sp/cd/re/documents/psframeworkvol2.pdf 

http://www.create-rpc.org/pdf_documents/India_Policy_Brief_1.pdf
http://www.create-rpc.org/pdf_documents/India_Policy_Brief_1.pdf
http://www.create-rpc.org/pdf_documents/India_Policy_Brief_1.pdf
https://scholar.google.com/scholar?&q=Banu%2C%20M.%20S.%20%282012%29.%20Exploring%20the%20quality%20of%20classroom%20teaching%20practices%20in%20preschools%20in%20Bangladesh.%20Unpublished%20PhD%20thesis.%20Monash%20University%2C%20Australia.
https://scholar.google.com/scholar?&q=Banu%2C%20M.%20S.%20%282012%29.%20Exploring%20the%20quality%20of%20classroom%20teaching%20practices%20in%20preschools%20in%20Bangladesh.%20Unpublished%20PhD%20thesis.%20Monash%20University%2C%20Australia.
http://www.jstor.org/stable/41804206
http://www.jstor.org/stable/41804206
http://interventie-timpurie.ssbn.ro/wp-content/uploads/2016/01/EarlyChildhoodIntervention.pdf
http://interventie-timpurie.ssbn.ro/wp-content/uploads/2016/01/EarlyChildhoodIntervention.pdf
http://interventie-timpurie.ssbn.ro/wp-content/uploads/2016/01/EarlyChildhoodIntervention.pdf
https://www.cde.ca.gov/sp/cd/re/documents/psframeworkkvol1.pdf
https://www.cde.ca.gov/sp/cd/re/documents/psframeworkvol2.pdf


 
 

186 
 

Cameron, D., & Cook, B. (2013). General Education Teachers' Goals and Expectations for their 

Included Students with Mild and Severe Disabilities. Education and Training in Autism 

and Developmental Disabilities, 48(1), 18-30. Retrieved from 

http://www.jstor.org/stable/23879883 

Campbell, P. F., Nishio, M., Smith, T. M., Clark, L. M., Conant, D. L., Rust, A. H., DePiper, J. 

N., Frank, T. J., Griffin, M. J., & Choi, Y. (2014). The Relationship Between Teachers’ 

Mathematical Content and Pedagogical Knowledge, Teachers’ Perceptions, and Student 

Achievement. Journal for Research in Mathematics Education, 45(4), 419–459. 

https://doi.org/10.5951/jresematheduc.45.4.0419 

Campbell, P. F., Nishio, M., Smith, T. M., Clark, L. M., Conant, D. L., Rust, A. H., DePiper, J. 

N., Frank, T. J., Griffin, M. J. & Choi, Y. (2014). The Relationship Between Teachers’ 

Mathematical Content and Pedagogical Knowledge, Teachers’ Perceptions, and Student 

Achievement. Journal for Research in Mathematics Education, 45(4), 419–459. 

https://doi.org/10.5951/jresematheduc.45.4.0419 

Carton, C. E., & Allen, J. (2008). Early childhood curriculum: A creative-play model. New 

Jersey: Pearson Education. 

Chance, B., & Peck, R. (2015). From Curriculum Guidelines to Learning Outcomes: Assessment 

at the Program Level. The American Statistician, 69(4), 409–416. 

http://www.jstor.org/stable/24592142 

Chandan, M. S. K. (2021, February 11). Disability Rights in Bangladesh: Lack of data 

hampering progress. The Daily Star. 

Cheeseman, J. C. (2017). Challenging children to think: An investigation of the behaviours of 

highly effective teachers that stimulate children to examine their mathematical 

http://www.jstor.org/stable/23879883
https://doi.org/10.5951/jresematheduc.45.4.0419
https://doi.org/10.5951/jresematheduc.45.4.0419
https://doi.org/10.5951/jresematheduc.45.4.0419
https://doi.org/10.5951/jresematheduc.45.4.0419
https://doi.org/10.5951/jresematheduc.45.4.0419
http://www.jstor.org/stable/24592142
http://www.jstor.org/stable/24592142
http://www.jstor.org/stable/24592142


 
 

187 
 

understandings. (Doctoral dissertation, Monash University, Australia). 

https://doi.org/10.4225/03/587c576e50fa1 

Ministry of Social Welfare. (2013). Children Act. Government of People’s Republic of 

Bangladesh. Retrieved from 

https://msw.portal.gov.bd/sites/default/files/files/msw.portal.gov.bd/page/28cca575_57b9

_467d_8f46_c13c5dbb367d/Children%20Act%202013.pdf 

Choguill, C. L. (2005). The research design matrix: a tool for development planning research 

studies. Habitat International, 29(4), 615-626. 

https://doi.org/10.1016/j.habitatint.2005.06.001 

Cobb, C., (2014). The three-legged stool of parental inclusion: the case of Hana. British Journal 

of Special Education. 41(3) 289-308. https://doi.org/10.1111/1467-8578.12059 

Commission of the European Communities (2008), indicators and benchmarks: progress towards 

the objectives in education and training, Commission staff working document SEC 

(2008) 2293. Retrieved from mozila firefox on December 13, 2014. 

Copple, C., & Bredekamp, S. (2009). Developmentally appropriate practice in early childhood 

programs serving children from birth through age 8. 3rd ed. Washington, D.C.: National 

Association for the Education of Young Children. 

Creswell, J. W. (2012). Educational Research: Planning, Conducting and Evaluating Quantitative 

and Qualitative Research (4th Ed). Boston: Pearson. 

Cueto, S., León, J., Sorto, M. A., & Miranda, A. (2017). Teachers’ pedagogical content 

knowledge and mathematics achievement of students in Peru. Educational Studies in 

Mathematics, 94(3), 329–345. http://www.jstor.org/stable/45184545 

https://doi.org/10.4225/03/587c576e50fa1
https://msw.portal.gov.bd/sites/default/files/files/msw.portal.gov.bd/page/28cca575_57b9_467d_8f46_c13c5dbb367d/Children%20Act%202013.pdf
https://msw.portal.gov.bd/sites/default/files/files/msw.portal.gov.bd/page/28cca575_57b9_467d_8f46_c13c5dbb367d/Children%20Act%202013.pdf
https://doi.org/10.1016/j.habitatint.2005.06.001
https://doi.org/10.1016/j.habitatint.2005.06.001
https://doi.org/10.1016/j.habitatint.2005.06.001
https://doi.org/10.1111/1467-8578.12059
https://doi.org/10.1111/1467-8578.12059
http://www.jstor.org/stable/45184545


 
 

188 
 

Das, R., Akter, N., & Chowdhury, K. Q. (2021). The Use of Play in Pre-primary Classes in 

Bangladesh. International Journal of Advance Research and Innovative Ideas in 

Education (IJARIIE), 7(1), 1696-1701. 

https://www.researchgate.net/publication/349760975 

Dawn, R. (2014). Education of Children with Disabilities in India: A Critique. Economic and 

Political Weekly, 49(22), 23–26. http://www.jstor.org/stable/24479631 

Department of Education (2002). Inclusion guidelines for assessment. The Department of 

Education, Pretoria, South Africa. 

Department of Education, Employment and Workplace Relations for the Council of Australian 

Governments. (2009). Belonging, being and becoming: The early years learning 

framework for Australia. ACT: Commonwealth of Australia. 

Directorate of Primary Education (2007). Approved Strategies and Action Plans: Genger, Special 

Needs Children Education, Tribal Children Education, Vulnerable Group Children’s 

Education, Access and Inclusive Education, PEDP II, Ministry of Primary and Mass 

Education, Bangladesh 

Directorate of Primary Education (2019). Annual Primary School Census (Draft). Ministry of 

Primary and Mass Education. 

https://mopme.portal.gov.bd/sites/default/files/files/mopme.portal.gov.bd/publications/4a

81eee1_4fff_4c20_ab68_282c1db70caa/2.10.1%20APSC%20(2).pdf 

Eriks-Brophy, A., & Whittingham, J. (2013). Teachers’ Perceptions of the Inclusion of Children 

With Hearing Loss in General Education Settings. American Annals of the Deaf, 158(1), 

63–97. http://www.jstor.org/stable/26234870 

https://www.researchgate.net/publication/349760975
http://www.jstor.org/stable/24479631
https://mopme.portal.gov.bd/sites/default/files/files/mopme.portal.gov.bd/publications/4a81eee1_4fff_4c20_ab68_282c1db70caa/2.10.1%20APSC%20(2).pdf
https://mopme.portal.gov.bd/sites/default/files/files/mopme.portal.gov.bd/publications/4a81eee1_4fff_4c20_ab68_282c1db70caa/2.10.1%20APSC%20(2).pdf
http://www.jstor.org/stable/26234870
http://www.jstor.org/stable/26234870


 
 

189 
 

Fernandes, P., Leite, C., Mouraz, A., & Figueiredo, C. (2013). Curricular contextualization: 

Tracking the meanings of a concept. The Asia-Pacific Education Researcher, 22(4), 417-

425. https://link.springer.com/article/10.1007/s40299-012-0041-1 

Govinda. R & Bandyopadhyay. M (2008) Access to Elementary Education in India: Country 

Analytical Review. New Delhi/Brighton: NUEPA and University of Sussex. Retrieve 

from http://www.create-rpc.org/pdf_documents/India_CAR.pdf 

Gamson, D. A., McDermott, K. A., & Reed, D. S. (2015). The Elementary and Secondary 

Education Act at Fifty: Aspirations, Effects, and Limitations. RSF: The Russell Sage 

Foundation Journal of the Social Sciences, 1(3), 1–29. 

https://doi.org/10.7758/rsf.2015.1.3.01 

Haque, M. N., Nasrin, S., Yesmin, M. N. & Biswas, M. H. A. (2013). Universal Pre-Primary 

Education: A Comparative Study. American Journal of Educational Research, 1(1), 31-

36. Doi: 10.12691/education-1-1-7 Retrieved from 

http://pubs.sciepub.com/education/1/1/7/index.html# 

Hebbeler, K., & Spiker, D. (2016). Supporting Young Children with Disabilities. The Future of 

Children, 26(2), 185–205. http://www.jstor.org/stable/43940587 

Hebbeler, K., Levin, J., Perez, M., Lam, I., & Chambers, J. (2009). Expenditures for early 

intervention services. Infants & Young Children, 22, 76–86. 

Hebbeler, K., Spiker, D. & Kahn, L. (2011). Individuals With Disabilities Education Act's Early 

Childhood Programs: Powerful Vision and Pesky Details. Topics in Early Childhood 

Special Education, 31(4), 199–207. https://doi.org/10.1177/0271121411429077 

https://link.springer.com/article/10.1007/s40299-012-0041-1
http://www.create-rpc.org/pdf_documents/India_CAR.pdf
https://doi.org/10.7758/rsf.2015.1.3.01
http://pubs.sciepub.com/education/1/1/7/index.html
http://pubs.sciepub.com/education/1/1/7/index.html
http://pubs.sciepub.com/education/1/1/7/index.html
http://www.jstor.org/stable/43940587
https://doi.org/10.1177/0271121411429077
https://doi.org/10.1177/0271121411429077


 
 

190 
 

Hebbeler, K., Spiker, D. & Kahn, L. (2012). Individuals With Disabilities Education Act's Early 

Childhood Programs: Powerful Vision and Pesky Details. Early Childhood Special 

Education, 31(4), 199–207. doi:10.1177/0271121411429077 

Holdsworth, A. (2015). Something special: Care, pre-school television and the dis/abled child. 

The Journal of Popular Television, 3(2), 163-178. 

Hollingsworth, H. L. & Winter, M. K. (2013). Teacher beliefs and practices relating to 

development in preschool: importance placed on social–emotional behaviours and skills. 

Early Child Development and Care, 183(12), 1758–1781. 

doi:10.1080/03004430.2012.759567 

How many persons with disabilities are there in Bangladesh? | Desibility. disability.org 

Hsiung, P. (2008). Teaching reflexivity in qualitative interviewing. Teaching Sociology, 36(3), 

211-226. http://www.jstor.org/stable/20491240 

Igwenagu, C. (2016). Fundamentals of research methodology and data collection. Lambert 

Academic Publishing. https://www.researchgate.net/publication/303381524 

Ishimine, K., & Tayler, C. (2014). Assessing Quality in Early Childhood Education and Care. 

European Journal of Education, 49(2), 272–290. https://www.jstor.org/stable/26609219 

Jaycox, L. H., Hickman, L. J., Schultz, D., Barnes-Proby, D., Setodji, C. M., Kofner, A., Harris, 

R., Acosta, J. D., & Francois, T. (2011). Data Collection Procedures. In National 

Evaluation of Safe Start Promising Approaches: Assessing Program Outcomes (pp. 29–

36). RAND Corporation. http://www.jstor.org/stable/10.7249/j.ctt3fgztt.12 

Jebaraj, C. M & Sundararasan, T. (2019). Classroom Education of Students with Special Needs 

and Strategies for Teaching Them. ICSSR IMPRESS scheme Seminar- N.S.S. Training 

http://desibility.org/statistics/
http://www.jstor.org/stable/20491240
http://www.jstor.org/stable/20491240
https://www.researchgate.net/publication/303381524
https://www.researchgate.net/publication/303381524
https://www.jstor.org/stable/26609219
http://www.jstor.org/stable/10.7249/j.ctt3fgztt.12


 
 

191 
 

College, Ottapalam, Kerala - May, 2019. 

https://www.researchgate.net/publication/335104895 

Jewel, M. M. R., Drew, S., Akter, N., & Chowdhury, K. Q. (2020). Effectiveness of Pre-primary 

Teachers Training in Government Primary School Bangladesh. International Journal of 

Advance Research and Innovative Ideas in Education (IJARIIE), 6(5), 845-860.  

https://www.researchgate.net/publication/345128937 

Kathirveloo, P.,  Puteh, M. & Matematik, F. S. (2014). Effective Teaching: Pedagogical Content 

Knowledge. Proceedings of International Joint Seminar Garut, Indonesia, 21 September 

2014. https://www.researchgate.net/publication/303940850 

Kaul. V (2002) Early Childhood Care and Education. In: R Govinda (ed.) (2002) India 

Education Report. New Delhi: Oxford University Press. 

Kelly A. V. (2009), The Curriculum: Theory and Practice. Fifth Edition, Sage Publications Ltd 

Khoo, K. C. (2004). Inter-ministerial collaboration in early childhood training in Singapore. 

UNESCO Policy Brief on Early Childhood. Retrieved from 

http://unesdoc.unesco.org/images/0013/001374/137413e.pdf 

Kuper, A., Lingard, L., & Levinson, W. (2008). Qualitative Research: Critically Appraising 

Qualitative Research. BMJ: British Medical Journal, 337(7671), (pp.687–689). 

http://www.jstor.org/stable/20510884 

Lawrence-Brown, D. (2004). Differentiated Instruction: Inclusive Strategies for Standards-Based 

Learning That Benefit The Whole Class. American Secondary Education, 32(3), 34-62. 

http://www.jstor.org/stable/41064522 

https://www.researchgate.net/publication/335104895
https://www.researchgate.net/publication/335104895
https://www.researchgate.net/publication/335104895
https://www.researchgate.net/publication/345128937
https://www.researchgate.net/publication/345128937
https://www.researchgate.net/publication/303940850
http://unesdoc.unesco.org/images/0013/001374/137413e.pdf
http://unesdoc.unesco.org/images/0013/001374/137413e.pdf
http://unesdoc.unesco.org/images/0013/001374/137413e.pdf
http://www.jstor.org/stable/20510884
http://www.jstor.org/stable/41064522


 
 

192 
 

Lee, Y.-J., & Recchia, S. L. (2016). Toddler Through Preschool: Early Childhood Inclusion: 

Fostering Classroom Community for Diverse Learners. YC Young Children, 71(5), 79–

84. http://www.jstor.org/stable/ycyoungchildren.71.5.79 

Leite, C., Fernandes, P., & Figueiredo, C. (2013). National curriculum vs curricular adaptation: 

teachers' perspectives. In Future directions: uncertainty and possibility: european 

conference on curriculum studies. 556-561. Retrieved from 

https://scholar.google.com/scholar?hl=en&as_sdt=0%2C5&q=National+curriculum+vs+

curricular+adaptation+–+teachers’+perspectives&btnG= 

Lifter, K., Foster-Sanda, S., Arzamarski, C., Briesch, J., & McClure, E. (2011). Overview of 

play: Its uses and importance in early intervention/early childhood special education. 

Infants & Young Children, 24(3), 225-245. doi: 10.1097/IYC.0b013e31821e995c 

Malak, M. S., Begum, H. A., Habib, M. A., Banu, M. S. & Roshid, M. M. (2014). Equality in 

Education: Fairness and Inclusion. Bill. E-Book ISBN: 9789462096929 

Malak, M. S., Begum, H., Habib, M. A, Shaila, M., & Roshid, M. M. (2013). Inclusive 

Education in Bangladesh: Policy and Practice. Files.eric.ed.gov. Retrieved 11 February 

2021, from https://files.eric.ed.gov/fulltext/ED603287.pdf. 

Mallillin, L. L. & Mallillin, D. (2021). Special needs children: a parent’s support in the new 

normal teaching pedagogy and learning alternative modality. Isagoge, 1(1) 97-119. ISSN 

2763-7123. DOI:10.20952/jrks2112739 

Mehta, A.C. (2010) Analytical Report 2007-08, Elementary Education in Progress towards UEE: 

NUEPA. 

http://www.jstor.org/stable/ycyoungchildren.71.5.79
http://www.jstor.org/stable/ycyoungchildren.71.5.79
https://scholar.google.com/scholar?hl=en&as_sdt=0%2C5&q=National+curriculum+vs+curricular+adaptation+%E2%80%93+teachers%27+perspectives&btnG
https://scholar.google.com/scholar?hl=en&as_sdt=0%2C5&q=National+curriculum+vs+curricular+adaptation+%E2%80%93+teachers%27+perspectives&btnG
https://files.eric.ed.gov/fulltext/ED603287.pdf
http://dx.doi.org/10.20952/jrks2112739


 
 

193 
 

Ministry of Education (2003). A Framework for a Kindergarten Curriculum in Singapore, 

preschool education unit. Ministry of Education, Singapore. Retrieved from, 

http://ncm.gu.se/media/kursplaner/andralander/singaporeforskola.pdf 

Ministry of Education (2012). Nurturing Early Learners. A Framework for a Kindergarten 

Curriculum in Singapore- Guide for Parents. Preschool Education Branch, Education 

Services Division, Ministry of Education, Singapore. Retrieved from, 

https://www.moe.gov.sg/-/media/files/mk/kindergarten-curriculum-framework-guide-for-

parents.pdf?la=en 

Ministry of Education, (2010). National Education Policy 2010. Government of People's 

Republic of Bangladesh. Retrieved from http://ecd-

bangladesh.net/document/documents/National_Education_Policy_2010_English.pdf 

Ministry of Law, Justice and Parliamentary Affairs (n.d.). Bdlaws.minlaw.gov.bd. Retrieved 1 

January 2018, from http://bdlaws.minlaw.gov.bd/act-367.html. 

Ministry of Primary and Mass Education (2008). Operational framework for pre-primary 

education. Dhaka: Ministry of Primary and Mass Education, Government of the People’s 

Republic of Bangladesh.  Retrieved from, http://ecd-

bangladesh.net/document/documents/Operational_Framework_for_PPE.pdf 

Ministry of Primary and Mass Education (2009). Comprehensive early childhood care and 

development policy framework. Dhaka: Ministry of Primary and Mass Education, 

Government of the People’s Republic of Bangladesh 

Nath, S. R., Roy, G., Rahman, M. H., Ahmed, K. S., & Chowdhury, A. M. R (2014). New Vision 

Old Challenges, The State of Pre-primary Education in Bangladesh. Dhaka: Campaign 

for Popular Education (CAMPE) Bangladesh. 

http://ncm.gu.se/media/kursplaner/andralander/singaporeforskola.pdf
http://ncm.gu.se/media/kursplaner/andralander/singaporeforskola.pdf
http://ncm.gu.se/media/kursplaner/andralander/singaporeforskola.pdf
https://www.moe.gov.sg/-/media/files/mk/kindergarten-curriculum-framework-guide-for-parents.pdf?la=en
https://www.moe.gov.sg/-/media/files/mk/kindergarten-curriculum-framework-guide-for-parents.pdf?la=en
https://www.moe.gov.sg/-/media/files/mk/kindergarten-curriculum-framework-guide-for-parents.pdf?la=en
https://www.moe.gov.sg/-/media/files/mk/kindergarten-curriculum-framework-guide-for-parents.pdf?la=en
http://ecd-bangladesh.net/document/documents/National_Education_Policy_2010_English.pdf
http://ecd-bangladesh.net/document/documents/National_Education_Policy_2010_English.pdf
http://ecd-bangladesh.net/document/documents/National_Education_Policy_2010_English.pdf
http://bdlaws.minlaw.gov.bd/act-367.html
http://ecd-bangladesh.net/document/documents/Operational_Framework_for_PPE.pdf
http://ecd-bangladesh.net/document/documents/Operational_Framework_for_PPE.pdf


 
 

194 
 

Nath, S., & Roy, G. (2018). Pre-primary Education in Bangladesh: Initiatives, Reality, and the 

Way Forward [In Bangla]. (1st ed)., pp. 114-128). Samhati Prokason. ISBN: 978-984-

92970-8-6 

National Council for Educational Research and Training, 2019. The Preschool Curriculum. 

Government of India. ISBN 978-93-5292-211-6. Retrieved 13 May 2022, from 

https://ncert.nic.in/dee/pdf/Combined_Pre_school_curriculumEng.pdf 

National Curriculum and Textbook Board, 2011. National Pre-primary Curriculum. Government 

of Bangladesh. Retrieved 6 December 2015, from 

http://nctb.gov.bd/sites/default/files/files/nctb.portal.gov.bd/files/8377f18c_b818_4f1c_b

9c8_1a14016a670a/Pre-primary%20curriculum.pdf. 

National Policy on Preschool Education. Nec.gov.lk. (2019). Retrieved 13 May 2022, from 

http://nec.gov.lk/wp-content/uploads/2019/11/PreSchoolPolicy_EN.pdf 

Ojala, P. (2004). Aims of Education and Curriculum Planning in Special Education Units and 

Schools in Lusaka, Zambia.A Qualitative Study of Special Education Teachers’ Views 

and Classroom Practice. [Unpublished thesis, University of Jyvaskyla, Finland] 

Olukotun, J. O. & Aderibigbe, S. A. (2018). Early Childhood Special Education Intervention in 

an Inclusive Settings: The Significance for Children with Special Need. 

https://www.researchgate.net/publication/352092184 

Ornstein, A. C. & Hunkins, F. P. (2018). Curriculum: Foundations, Principles and Issues (7th 

Ed.). Pearson. 

http://daneshnamehicsa.ir/userfiles/file/manabeh/francis_p_hunkins_allan_c_ornstein.pdf 

Orwin, R. G. & Vevea, J. L. (2009). Evaluating coding decisions. The handbook of research 

synthesis and meta-analysis, 2, 177-203. 

https://ncert.nic.in/dee/pdf/Combined_Pre_school_curriculumEng.pdf
http://nctb.gov.bd/sites/default/files/files/nctb.portal.gov.bd/files/8377f18c_b818_4f1c_b9c8_1a14016a670a/Pre-primary%20curriculum.pdf
http://nctb.gov.bd/sites/default/files/files/nctb.portal.gov.bd/files/8377f18c_b818_4f1c_b9c8_1a14016a670a/Pre-primary%20curriculum.pdf
http://nec.gov.lk/wp-content/uploads/2019/11/PreSchoolPolicy_EN.pdf
https://www.researchgate.net/publication/352092184
https://www.researchgate.net/publication/352092184
https://www.researchgate.net/publication/352092184
http://daneshnamehicsa.ir/userfiles/file/manabeh/francis_p_hunkins_allan_c_ornstein.pdf


 
 

195 
 

Patel, M., & Patel, N. (2019). Exploring Research Methodology: Review Article. International 

Journal of Research & Review, 6(3), 48-55. Retrieved from 

https://www.ijrrjournal.com/IJRR_Vol.6_Issue.3_March2019/IJRR0011.pdf 

Pianta, R., Downer, J., & Hamre, B. (2016). Quality in Early Education Classrooms: Definitions, 

Gaps, and Systems. The Future of Children, 26(2), 119–137. 

http://www.jstor.org/stable/43940584  

Pomeroy, E. C., & Anderson, K. (2013). EDITORIAL: The DSM-5 Has Arrived. Social Work, 

58(3), 197–200. http://www.jstor.org/stable/23719243 

Rahman, M., Mohammed, K., Akter, N., & Chowdhury, K. (2020). The Role of Play in Pre-

Primary Educational Setting of Bangladesh. International Journal of Advance Research 

and Innovative Ideas in Education (IJARIIE), 6(1), 92-106) 

https://www.researchgate.net/publication/341540640 

Rajasekar, S., Philominathan, P., & Chinnathambi, V. (2013). Research Methodology. Cornell 

University Library. doi: arXiv:physics/0601009 [physics.gen-ph] 

https://arxiv.org/pdf/physics/0601009.pdf 

Ramchandran. V., Jandhyala. K., & Saihjee, A. (2003) Through the Life Cycle of Children: 

Factors that Facilitate/Impede Successful Primary School Completion. Economic and 

Political Weekly, 22-28 November, 38(47) pp. 4994-5002.  

Rich-Orloff, W (2010). Mainstreaming Pre-primary Education in Bangladesh: Bringing It 

Together, Adding PPE into the PROG3 Arrangement, Final Report for Department for 

Primary Education, MInistry of Primary and Mass Education, Bangladesh  

https://www.ijrrjournal.com/IJRR_Vol.6_Issue.3_March2019/IJRR0011.pdf
https://www.ijrrjournal.com/IJRR_Vol.6_Issue.3_March2019/IJRR0011.pdf
https://www.ijrrjournal.com/IJRR_Vol.6_Issue.3_March2019/IJRR0011.pdf
http://www.jstor.org/stable/43940584
http://www.jstor.org/stable/43940584
http://www.jstor.org/stable/43940584
http://www.jstor.org/stable/23719243
https://www.researchgate.net/publication/341540640
https://arxiv.org/pdf/physics/0601009.pdf
https://arxiv.org/pdf/physics/0601009.pdf
https://arxiv.org/pdf/physics/0601009.pdf


 
 

196 
 

Roy, G. (2016). Competency-Based Assessment in Primary Education in Bangladesh - A Review 

(October 1, 2016). SHARE Education Monograph 6. 

http://dx.doi.org/10.2139/ssrn.2899109 

Saha S. R. & Khan M. M. H. (2021). Risk factors for early childhood disability in Bangladesh: 

Evidence from Multiple Indicator Cluster Survey 2019. PLoS ONE 16(11): e0259532. 

https://doi.org/10.1371/journal.pone.0259532 

Sarker, T (2021). Teaching English Language Skills to the Slow Learners at Primary Level in 

Bangladesh. [Unpublished MPhil thesis dissertation, University of Dhaka, Bangladesh] 

Saylor, J. G., Alexander, W. M., & Lewis, A. J. (1981). Curriculum planning for better teaching 

and learning (4th ed.). New York, NY: Holt, Rinehart, & Winston 

Schwab, J. (1972). The practical: A language for curriculum. In D. Purpel, & M. Belanger (Eds.), 

Curriculum and the cultural revolution, (pp. 79-99). Berkeley, CA: McCutchan 

http://www.edb.gov.hk/en/curriculum-development/major-level-of-

edu/preprimary/index.html 

 Sharma, M. A. (2020). A Study of Factors Conducive To the Development of Children Studying 

In Preprimary Schools. [Doctoral dissertation, University of Kota, India]. Retrieved from 

https://www.uok.ac.in/digital_thesis/310_Archana%20Sharma%20(Education).pdf 

Shonkoff, J. and Phillips, D. (Eds) (2000). From Neurons to Neighborhoods: The Science of 

Early Childhood Development. Washington D.C., USA: National Academy Press. 

Siddik, M. A. B., & Kawai, N. (2020). Government primary school teacher training needs for 

inclusive education in Bangladesh. International Journal of Whole Schooling, 16(2), 35-

69. https://files.eric.ed.gov/fulltext/EJ1268928.pdf 

http://dx.doi.org/10.2139/ssrn.2899109
http://dx.doi.org/10.2139/ssrn.2899109
http://dx.doi.org/10.2139/ssrn.2899109
https://doi.org/10.1371/journal.pone.0259532
http://www.edb.gov.hk/en/curriculum-development/major-level-of-edu/preprimary/index.html
http://www.edb.gov.hk/en/curriculum-development/major-level-of-edu/preprimary/index.html
https://www.uok.ac.in/digital_thesis/310_Archana%20Sharma%20(Education).pdf
https://www.uok.ac.in/digital_thesis/310_Archana%20Sharma%20(Education).pdf
https://www.uok.ac.in/digital_thesis/310_Archana%20Sharma%20(Education).pdf
https://files.eric.ed.gov/fulltext/EJ1268928.pdf


 
 

197 
 

Šiška, J., & Habib, A. (2013). Attitudes towards disability and inclusion in Bangladesh: from 

theory to practice. International Journal of Inclusive Education. 17(4), 393-405 

http://dx.doi.org/10.1080/13603116.2011.651820 

Spier, E., Vasudevan, S., Kamto, K., Rahman, A., Hossain, N., Nahar, Z. & Khondker, H., 

(2018). Bangladesh Early Years Preschool Program Evaluation. American Institutes for 

Research. https://thedocs.worldbank.org/en/doc/311791528140704115-

0090022018/original/BangladeshECDbaseline.pdf 

Stenius, K., Makela, K., Miovsky, M., & Gabrhelik, R. (2017). How to write publishable 

qualitative research. In Stenius K., Miovsky M., Babor T., Pates R., O’Reilly J., & 

Candon P. (Eds.), Publishing Addiction Science: A Guide for the Perplexed, (pp. 155-

172). Ubiquity Press. http://www.jstor.org/stable/j.ctv3t5qxw.14 

Tan, E. (2019). Source triangulation as an instrument of research on North Korea. North Korean 

Review, 15(1), 34-50. www.jstor.org/stable/26632421 

Tanner, D., & Tanner, L. N. (1975). Curriculum development: Theory into practice. Macmillan; 

Collier-Macmillan. 

The Curriculum Development Council, (2006). Guide to the Pre-primary Curriculum. Wan Chai, 

Hong Kong Government Printer. 

The Curriculum Development Council, (2017). Kindergarten Education Curriculum Guide. Wan 

Chai, Hong Kong Government Printer.  

Ting, T. C. (2007). Policy Developments in Pre-School Education in Singapore: A Focus on the 

Key Reforms of Kindergarten Education. International Journal of Child Care and 

Education Policy, 1(1), 35-43. https://link.springer.com/content/pdf/10.1007/2288-6729-

1-1-35.pdf 

http://dx.doi.org/10.1080/13603116.2011.651820
https://thedocs.worldbank.org/en/doc/311791528140704115-0090022018/original/BangladeshECDbaseline.pdf
https://thedocs.worldbank.org/en/doc/311791528140704115-0090022018/original/BangladeshECDbaseline.pdf
https://thedocs.worldbank.org/en/doc/311791528140704115-0090022018/original/BangladeshECDbaseline.pdf
http://www.jstor.org/stable/j.ctv3t5qxw.14
http://www.jstor.org/stable/j.ctv3t5qxw.14
http://www.jstor.org/stable/26632421
http://www.jstor.org/stable/26632421
https://link.springer.com/content/pdf/10.1007/2288-6729-1-1-35.pdf
https://link.springer.com/content/pdf/10.1007/2288-6729-1-1-35.pdf
https://link.springer.com/content/pdf/10.1007/2288-6729-1-1-35.pdf


 
 

198 
 

U.S. Department of Education. (2009a). Office of special education programs, data analysis 

system (DANS), OMB #1820-0557: Infants and toddlers receiving early intervention 

services in accordance with Part C, 2009. Retrieved from http://spp-apr-

calendar.rrfcnetwork.org/explorer/view/id/912 

U.S. Department of Education. (2009b). Office of special education programs, data analysis 

system (DANS), OMB #1820-0557: Number of children ages 3 through 5 served under 

IDEA, Part B, by disability category and state: Fall 2009. Retrieved from 

https://www.ideadata.org/arc_toc11.asp#partcCC 

UNESCO (1990). World declaration on education for all and framework for action to meet basic 

learning needs. Paris: UNESCO.  

UNESCO (1994). Salamanca statement and framework for action on special education needs. 

Paris: UNESCO. 

UNESCO (2000). The Dakar Framework for Action. Paris: UNESCO. 

UNESCO (2005). Guidelines for inclusion: Ensuring access to education for all. Paris: 

UNESCO. 

UNESCO (2015). Bangladesh, pre-primary education and the school learning improvement 

plan. Promising EFA Practices in the Asia-Pacific Region, United Nations Educational, 

Scientific and Cultural Organization, ISBN: 978-92-9223-504-8. Retrieved from, 

https://unesdoc.unesco.org/ark:/48223/pf0000233004 

UNICEF (2005). Multiple Indicator Cluster Survey Manual. Monitoring the Situation of 

Children and Women. Retrieved from 

https://mics.unicef.org/files?job=W1siZiIsIjIwMTUvMDQvMDIvMDYvMzcvMDYvM

http://spp-apr-calendar.rrfcnetwork.org/explorer/view/id/912
http://spp-apr-calendar.rrfcnetwork.org/explorer/view/id/912
http://spp-apr-calendar.rrfcnetwork.org/explorer/view/id/912
https://www.ideadata.org/arc_toc11.asp#partcCC
https://www.ideadata.org/arc_toc11.asp#partcCC
https://www.ideadata.org/arc_toc11.asp#partcCC
https://unesdoc.unesco.org/ark:/48223/pf0000233004
https://mics.unicef.org/files?job=W1siZiIsIjIwMTUvMDQvMDIvMDYvMzcvMDYvMTE5L011bHRpcGxlX0luZGljYXRvcl9DbHVzdGVyX1N1cnZleV9NYW51YWxfMjAwNS5wZGYiXV0&sha=dd2e54d1ddd61cdb


 
 

199 
 

TE5L011bHRpcGxlX0luZGljYXRvcl9DbHVzdGVyX1N1cnZleV9NYW51YWxfMjAw

NS5wZGYiXV0&sha=dd2e54d1ddd61cdb 

UNICEF, (2021). Disability-Inclusive Education Practices in Bangladesh, United Nations 

Children’s Fund Regional Office for South Asia, Kathmand. Retrieved from, 

https://www.unicef.org/rosa/media/16986/file/Country%20Profile%20-

%20Bangladesh.pdf 

Virginia Department of Education (2007). Preschool Curriculum Review Rubric and Planning 

Tool. The Office of Elementary Instructional Services, Virginia. 

https://images.kaplanco.com/images/content/vaprek/PreschoolRubric.pdf 

Weikart, D. (1989). Quality pre-school programs: A long-term social investment. Occasional 

Paper 5. Ford Foundation. 

Wragg, E. C. (1999). An introduction to classroom observation. Routledge. 

www.gov.hk, G. (2022). Choosing a Kindergarten. Gov.hk. Retrieved 15 April 2022, from 

https://www.gov.hk/en/residents/education/preprimary/schools/choosingakindergarten/ 

Yaşar, C. G., & Aslan, B. (2021). Curriculum theory: A review study. International Journal of 

Curriculum and Instructional Studies, 11(2), 237-260. doi: 10.31704/ijocis.2021.012 

Yasmin, S., & Rumi, M. (2020). Impact of Pre-primary Education on Children in Bangladesh: A 

Study on Government Primary Schools in Sylhet City. 

Article.scieducationalresearch.com. Retrieved from 

http://article.scieducationalresearch.com/pdf/education-8-5-4.pdf. 

Zhang, K. C. (2014). Through a Spiritual Lens: Early Childhood Inclusive Education in Hong 

Kong. Journal of Religion and Health, 53(6), 1728–1740. 

http://www.jstor.org/stable/24485278 

https://mics.unicef.org/files?job=W1siZiIsIjIwMTUvMDQvMDIvMDYvMzcvMDYvMTE5L011bHRpcGxlX0luZGljYXRvcl9DbHVzdGVyX1N1cnZleV9NYW51YWxfMjAwNS5wZGYiXV0&sha=dd2e54d1ddd61cdb
https://mics.unicef.org/files?job=W1siZiIsIjIwMTUvMDQvMDIvMDYvMzcvMDYvMTE5L011bHRpcGxlX0luZGljYXRvcl9DbHVzdGVyX1N1cnZleV9NYW51YWxfMjAwNS5wZGYiXV0&sha=dd2e54d1ddd61cdb
https://www.unicef.org/rosa/media/16986/file/Country%20Profile%20-%20Bangladesh.pdf
https://www.unicef.org/rosa/media/16986/file/Country%20Profile%20-%20Bangladesh.pdf
https://www.unicef.org/rosa/media/16986/file/Country%20Profile%20-%20Bangladesh.pdf
https://www.unicef.org/rosa/media/16986/file/Country%20Profile%20-%20Bangladesh.pdf
https://images.kaplanco.com/images/content/vaprek/PreschoolRubric.pdf
https://images.kaplanco.com/images/content/vaprek/PreschoolRubric.pdf
https://images.kaplanco.com/images/content/vaprek/PreschoolRubric.pdf
https://www.gov.hk/en/residents/education/preprimary/schools/choosingakindergarten/
http://article.scieducationalresearch.com/pdf/education-8-5-4.pdf
http://www.jstor.org/stable/24485278


 
 

200 
 

Appendix 

Appendix A 

Classroom Observation Schedule 

†kªwY Kvh©µg ch©‡e¶Y 

GB Avwg GB g‡g© wbwðZ KiwQ †h, Avwg Avgvi Gg.wdj M‡elYvi ((Title: Inclusive Context in 

the Pre-Primary Curriculum and Its Practices)) Rb¨ Avcbvi †kÖwY Kvh©µg ch©‡eÿY Ges Z_¨ msMÖn 

KiwQ| Avgvi M‡elYvi †Kv_vI Avcbvi cwiPq (bvg, wj½, eqm, we`¨vj‡qi bvg, Ae¯’vb, wkÿvMZ 

†hvM¨Zv, wkÿv_x©i bvg) cÖKvk Ki‡ev bv| msM„wnZ Z_¨mg~n ïaygvÎ M‡elYvi Kvh©µ‡g e¨envi Kiv n‡e| 

 

we`¨vj‡qi bvg cvV¨ welq Ae¯’vb 

†kÖwY wkÿ‡Ki bvg ch©‡eÿ‡Yi mgq  ch©‡eÿY bs 

 

wkLb‡¶Î AR©b Dc‡hvMx 

‡hvM¨Zv 

wkLbdj gšÍe¨ 

1. kvixwiK I 

Pjb¶gZv 

1.1 wbqwgZ nvuUvPjv, 

†`Šuov‡bv, †Ljv, 

kvixwiK KmiZ I 

wewfbœ Kv‡R 

AskMªnY Ki‡Z cviv 

1.1.1 fvimvg¨ i¶v K‡i 

nvuUvPjv (DuPy-wbPy w`‡q nvuUv, 

GK cv‡q nvuUv, †PvL evuav 

Ae¯’vq nvuUv, jvdv‡bv, Ic‡i-

wb‡P IVvbvgv,  AvuKvevKv 

nvuUv, nVvr †_‡g hvIqv I w`K 

cwie©Zb Kiv), †`Šuov‡Z 

cvi‡e| 

 

1.2 wewfbœ wRwbm 

ai‡Z, AvuK‡Z I 

ˆZwi Ki‡Z cviv 

1.2.1 †cwÝj, kvc©bvi, ivevi, 

Zywj, PK BZ¨vw` mwVKfv‡e 

ai‡Z cvi‡e| 
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wkLb‡¶Î AR©b Dc‡hvMx 

‡hvM¨Zv 

wkLbdj gšÍe¨ 

1.3 wewfbœ Bw›`ª‡qi 

e¨envi I mgš^q K‡i 

KvR Ki‡Z cviv| 

1.3.4 †Kv‡bv „̀k¨, e¯‘ ev 

NUbv ch©‡e¶Y K‡i cªKvk 

Ki‡Z cvi‡e| 

1.3.5 wewfbœ ¯^v‡`i Lvevi 

kbv³ Ki‡Z cvi‡e (wgwó, 

Svj, UK, †Z‡Zv, †bvšÍv) 

 

2. mvgvwRK I 

Av‡ewMK 

(AwURg, 

GwWGBPwW) 

2.2 eÜy I 

mgeqmx‡`i mv‡_ 

†gjv‡gkv Ki‡Z 

cviv| 

2.2.1 mncvVx I mgeqmx‡`i 

mv‡_ wg‡jwg‡k †Lj‡Z 

cvi‡e| 

 

 

 

 

2.2.2 mncvVx I mgeqmx‡`i 

cªwZ mn‡hvwMZvi g‡bvfve 

cª`k©b Ki‡Z cvi‡e| 

 

2.3 mncvVx I 

mgeqmx‡`i cªwZ 

mn‡hvwMZvi g‡bvfve 

cª`k©b Ki‡Z 

cvi‡e| 

2.3.10 cª‡qvR‡b Ab¨‡K 

mn‡hvwMZv Ki‡Z I A‡b¨i 

mn‡hvwMZv PvB‡Z cvi‡e| 

 

2.4 AvZ¥m‡PZb 

nIqv, AvZ¥ wbqš¿Y 

Kiv I Av‡eM cÖKvk 

Ki‡Z cviv| 

2.4.1 wb‡Ri Av‡eM Abyf~wZ 

(†hgb : D”Q¡vm, D‡ØM, fq, 

fv‡jv jvMv, g›` jvMv, 

fv‡jvevmv BZ¨vw`) 

¯^vfvweKfv‡e A‡b¨i Kv‡Q 

cªKvk Ki‡Z cvi‡e| 

 

2.4.7 †Kv‡bv KvR ïiæ Kivi 

c~‡e© g‡bv‡hvM I ˆah© mnKv‡i 

cy‡iv wb‡`©kbv ïb‡e| 

 

3. fvlv I 

†hvMv‡hvM 

(wfAvB) 

3.1 fve MªnY (†`Lv 

Ges †kvbv) I cªKvk 

(ejv ev kvixwiK 

3.1.1 †gŠwLK wb‡ ©̀kbv 

(Av‡`k, Aby‡iva, Dc‡`k) 

AbymiY Ki‡Z cvi‡e 
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wkLb‡¶Î AR©b Dc‡hvMx 

‡hvM¨Zv 

wkLbdj gšÍe¨ 

A½fw½) Ki‡Z 

cviv| 

3.1.8 ¯úó I kªeY‡hvM¨fv‡e 

K_v ej‡Z cvi‡e| 

3.2 co‡Z cviv 

(cªvK cVb) - †eªBj 

3.2.1 cwi‡e‡ki wewfbœ kã 

kbv³ Ki‡Z cvi‡e (kªeY 

cªwZeÜx wK Ki‡e) 

3.2.7 GKB iKg aŸwb 

e¨envi K‡i wfbœ wfbœ kã 

ˆZwi Ki‡Z cvi‡e| 

 

3.3 wjL‡Z cviv 

(cªvK-wjLb) - †eªBj 

3.3.4 Qwe/wPÎ/e ‘̄/`„k¨ †`‡L 

AvuK‡Z cvi‡e| 

 

4. cªviw¤¢K 

MwYZ 

4.1 cªvK-MvwYwZK 

aviYv AR©b Kiv 

4.1.4 is, AvKvi-AvK…wZ 

(†Mvj, wZb‡Kvbv, Pvi‡Kvbv) 

Abyhvqx wewfbœ e¯‘ †kªwYKiY 

Ki‡Z cvi‡e| 

 

4.2 msL¨vi aviYv 

AR©b Kiv 

4.2.2 Ô1 - 20Õ ch©šÍ Qwe †`‡L 

MYbv Ki‡Z cvi‡e| 

 

4.2.6 Ô1 - 9Õ ch©šÍ †h‡Kv‡bv 

msL¨K Aa©ev¯Íe DcKi‡Yi 

(Qwei) m‡½ Zvi msL¨v cªZxK 

wgjv‡Z cvi‡e| 

 

4.3 msL¨v wjL‡Z 

cviv 

4.3.1 Ô1 - 20Õ ch©šÍ msL¨v 

wjL‡Z cvi‡e| 

 

4.4 msL¨vi Zyjbv 

Ki‡Z cviv 

4.4.1 Ô1 - 20Õ ch©šÍ ev¯Íe I 

Aa©ev¯Íe DcKiY MYbv K‡i 

Kg-†ewk wbY©q Ki‡Z cvi‡e| 

 

4.5 †hv‡Mi aviYv 

AR©b Kiv 

4.4.2 ev Í̄e I Aa©ev¯Íe 

DcKi‡Yi mvnv‡h¨ †hvM Ki‡Z 
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wkLb‡¶Î AR©b Dc‡hvMx 

‡hvM¨Zv 

wkLbdj gšÍe¨ 

cvi‡e (†hvMdj 9 Gi †ewk 

n‡e bv)| 

4.6 we‡qv‡Mi aviYv 

AR©b Kiv 

4.6.1 ev¯Íe I Aa©ev¯Íe 

DcKi‡Yi mvnv‡h¨ we‡qvM 

Ki‡Z cvi‡e (†Kv‡bv msL¨vB 

9 Gi †ewk n‡e bv)| 

 

5. m„RbkxjZv 

I bv›`wbKZv 

5.1 Pviæ I Kviæ 

Kv‡Ri gva¨‡g 

m„RbkxjZv I 

bv›`wbKZv cªKvk 

Ki‡Z cviv| 

5.1.1 cwi‡e‡ki wewfbœ 

Dcv`v‡bi `„k¨cUmn Qwe 

AvuK‡Z I is Ki‡Z cvi‡e| 

 

5.2 Qov, bvP, Mvb, 

Mí I Awfb‡qi 

gva¨‡g m„RbkxjZv I 

bv›`wbKZv cªKvk 

Ki‡Z cviv| 

5.2.1 `‡j avivevwnK Mí 

ˆZwi Ki‡Z I ej‡Z cvi‡e| 

 

5.2.2 Awfbq I A½fw½i 

gva¨‡g Qov, KweZv, Mí 

Dc¯’vcb Ki‡Z cvi‡e| 

 

5.2.3 Q‡›`i Zv‡j Zv‡j 

¯’vbxq/†jvKR I Ab¨vb¨ 

wkï‡Zvl Mvb MvB‡Z/bvP‡Z 

cvi‡e| 

 

5.3 ˆ`bw›`b wewfbœ 

Kv‡R bv›`wbKZvi 

cªKvk Ki‡Z cviv| 

5.3.1 wb‡R‡K cwicvwU K‡i 

ivL‡Z cvi‡e (cwi®‹vi-

cwi”Qbœ, mvR-m¾v I 

†cvkvK)| 

 

6. cwi‡ek 6.1 cwi‡e‡ki wewfbœ 

e ‘̄ I NUbv m¤ú‡K© 

Rvb‡Z cviv| 

6.1.2 dm‡ji †¶Z, b`x, 

cvnvo, eb, mgy ª̀ wPb‡Z 

cvi‡e| 

 

6.1.3 cªvK„wZK cwi‡e‡ki 

wewfbœ NUbv †hgb e„wó, So, 

eb¨v, f~wgK¤ú BZ¨vw` m¤ú‡K© 

ej‡Z cvi‡e| 
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wkLb‡¶Î AR©b Dc‡hvMx 

‡hvM¨Zv 

wkLbdj gšÍe¨ 

6.2 cwi‡ek msi¶Y 

Ki‡Z cviv| 

6.2.2 cwi‡ek msi¶Y 

Kvh©µ‡g AskMªnY Ki‡e| 

 

7. weÁvb I 

cªhyw³ 

7.1 weÁvb gb®‹ 

nIqv 

 

7.1.1 ch©‡e¶Y I 

K‡_vcK_‡bi gva¨‡g Z_¨ 

msMªn Ki‡Z cvi‡e| 

 

7.2 Ro, Rxe, Dw™¢` 

I cªvwY m¤ú‡K© 

Rvb‡Z cviv 

7.2.1 Ro I Rx‡ei cv_©K¨ 

Ki‡Z cvi‡e 

 

7.3 ˆ`bw›`b 

cªhyw³ m¤ú‡K© 

Rvb‡Z cviv 

7.3.1 †`‡ki me©Î cªPwjZ I 

cwiwPZ cªhyw³i (Nwo, 

BwÄbPvwjZ †bŠKv, avb 

gvovB‡qi Kj, †mP hš¿, 

Uªv±i) bvg I KvR ej‡Z 

cvi‡e 

 

7.4 Z_¨ I 

†hvMv‡hvM 

cªhyw³ m¤ú‡K© 

cªv_wgK aviYv 

jvf Kiv 

7.4.1 Z_¨ I †hvMv‡hvM cªhyw³ 

(†iwWI, ‡Uwjwfkb, 

Kw¤úDUvi, †gvevBj †dvb) 

bvg Rvb‡e I kbv³ Ki‡Z 

cvi‡e| 

 

7.4.2 Z_¨ I †hvMv‡hv‡Mi 

wewfbœ cªhyw³i e¨envi ej‡Z 

cvi‡e| 

 

7.5 wewfbœ cªKvi 

hvbevnb m¤ú‡K© 

Rvb‡Z cviv 

7.5.2 Rjc‡_i hvbevnb 

m¤ú‡K© ej‡Z cvi‡e| 

 

8. ¯̂v¯’¨ I 

wbivcËv 

8.1 ¯̂v¯’¨ m¤úwK©Z 

ˆ`bw›`b KvR Ki‡Z 

Ges Lvevi I 

wekªv‡gi Af¨vm M‡o 

Zyj‡Z cviv| 

8.1.1 wbqwgZ `vuZ gvR‡Z, 

nvZ ay‡Z, Pyj AvuPov‡Z, 

nvuwP-Kvwki mgq gyL XvK‡Z I 

Uq‡jU e¨env‡ii ci mvevb ev 
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wkLb‡¶Î AR©b Dc‡hvMx 

‡hvM¨Zv 

wkLbdj gšÍe¨ 

QvB w`‡q nvZ †avqvi Af¨vm 

MVb Ki‡e| 

8.2 wbivc` I 

SyuwKgy³ _vKvi 

Af¨vm M‡o Zyj‡Z 

cviv 

8.2.1 wec¾bK e¯‘ ev 

wec‡`i Drm wPwýZ Ki‡Z 

cvi‡e, †hgb, Av¸b, 

ˆe` ÿwZK miÄvg, Jla, 

KxUbvkK, fv½v Møvm, Qywi, 

KvuwP, `v, †`qvkjvB, †Wvev, 

cyKyi, b`x-bvjv, Mv‡Q DVv 

BZ¨vw`| 

 

8.2.7 nqivwb I wbh©vZbg~jK 

AvPiY eyS‡Z cvi‡e Ges gv-

evev/ AwffveK/ wk¶K‡K 

Rvbv‡Z cvi‡e| 

 

 

†kªwY ch©‡e¶‡Yi ci †kªwY wk¶K‡K wKQy cªkœ-    

1. Avcbvi wkLb wk¶Y Kvh©µgwU cªavb wk¶K Kxfv‡e ch©‡e¶Y K‡ib I wb‡`©kbv c Ö`vb K‡ib? 

2. GKxf~Z wkLb-wk¶Y Kvh©µ‡g Kx Kx mgm¨vi m¤§yLxb nb? 

3. G wel‡q cªavb wk¶‡Ki f~wgKv Kx? 
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Appendix B 

Open-ended Interview Schedule for Class Teacher 

†kÖwY wkÿ‡Ki Rb¨ cÖkœvewj 

Avwg GB g‡g© wbwðZ KiwQ †h, Avwg Avgvi Gg.wdj M‡elYvi (Title: Inclusive Context in the Pre-

Primary Curriculum and Its Practices) Rb¨ Avcbvi mvÿvrKvi MÖn‡Yi gva¨‡g Z_¨ msMÖn KiwQ| Avgvi 

M‡elYvi †Kv_vI Avcbvi cwiPq cÖKvk Kiv n‡e bv| msM„wnZ Z_¨mg~n ïaygvÎ M‡elYvi Kvh©µ‡g e¨envi 

Kiv n‡e|             

wkÿ‡Ki bvg  :  

wj½     :  

eqm   : 

wkÿvMZ †hvM¨Zv : 

we`¨vj‡qi bvg  : 

wVKvbv   : 

  

1. wkÿK wn‡m‡e cÖvK-cÖv_wgK wkÿvµg m¤ú‡K© Avcbvi gZvgZ cÖKvk Kiæb| 

2. GKxf~ZxKi‡Yi Av‡jv‡K cÖvK-cÖv_wgK wkÿvµg wKfv‡e mvRv‡bv n‡q‡Q e‡j Avcwb g‡b K‡ib?  

3. Avcbvi †kÖwY‡Z wK we‡kl Pvwn`vm¤úbœ wkÿv_x© Av‡Q? Zv‡`i‡K wb‡q †kÖwY‡Z †Kvb ai‡bi cÖwZeÜKZvi 

m¤§yLxb nb?        

4. kvixwiK I Pjb¶gZv weKv‡k we‡kl Pvwn`vm¤úbœ wkï‡`i Rb¨ †kÖwY‡Z Kx Kx Kvh©µg cwiPvjbv K‡ib?  

5. mvgvwRK I Av‡ewMK wkL‡bi †¶‡Î wkÿv_x©‡`i‡K Kxfv‡e m¤ú„³ K‡ib?  
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6. wk¶v_©x‡`i g‡bv‡hvM a‡i ivLvi Rb¨ Kx Kx c×wZ Aej¤^b K‡ib?  

7. mvgvwRK AvPi‡Yi †¶‡Î we‡kl Pvwn`vm¤úbœ wk¶v_©x‡`i Rb¨ Kx Kx †KŠkj Aej¤^b K‡i _v‡Kb? 

8. wb‡Ri KvR wb‡RB Kivi †¶‡Î we‡kl Pvwn`vm¤úbœ wk¶v_©x‡`i Rb¨ Avcwb Kx Kx ai‡bi Kvh©µg cwiPvjbv 

K‡i _v‡Kb? 

9. wk¶v_©x‡`i gv‡S AvZ¥m‡PZbZv e„w× K‡i cvi®úwiK mn‡hvwMZvg~jK KvR Kxfv‡e cwiPvjbv K‡ib? 

10. we‡kl Pvwn`vm¤úbœ wk¶v_©x‡`i mv‡_ †hvMv‡hvM Kxfv‡e K‡ib Ges fvlv `¶Zv e„w×i Rb¨ †Kvb †Kvb 

†KŠkj Aej¤̂b K‡i _v‡Kb? 

11. cªvK-wjLb weKv‡k we‡kl Pvwn`vm¤úbœ wkï‡`i Rb¨ †Kvb ai‡bi c×wZ Aej¤̂b K‡i _v‡Kb? 

12. cªviw¤¢K MvwYwZK aviYv weKv‡k Avcwb Kxfv‡e mvnvh¨ K‡i _v‡Kb? 

13. m„RbkxjZv weKv‡k we‡kl Pvwn`vm¤úbœ wkï‡`i Kxfv‡e mvnvh¨ K‡ib? 

14. weÁvb I cªhyw³ wkLb‡¶‡Î Kxfv‡e wk¶v_©x‡`i m¤ú„³ K‡ib? 

15. ¯̂v¯’¨ I wbivcËv welqK Ávb weKv‡k we‡kl Pvwn`vm¤úbœ wkï‡`i Rb¨ Kx Kx Dcv‡q KvR K‡ib? 

16. we‡kl Pvwn`vm¤úbœ wkÿv_x©‡`i g~j¨vq‡b Kx Kx c×wZ Aej¤̂b K‡i _v‡Kb? 

17. GKxf~ZKi‡Yi j‡ÿ¨ †kÖwY Kvh©µ‡g Avcwb wb‡R †_‡K †Kv‡bv c×wZ ev †KŠkj Aej¤^b K‡ib wKbv? 

Ki‡j GKUz we Í̄vwiZ ejyb| 

 

M‡elYvi Kvh©µ‡g AskMÖnY Ges Avcbvi g~j¨evb gZvgZ cÖ`v‡bi Rb¨ Avcbv‡K AmsL¨ ab¨ev`| 
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Appendix C 

Open-ended Interview Schedule for Head Teacher 

cÖavb wkÿ‡Ki Rb¨ cÖkœvewj 

Avwg GB g‡g© wbwðZ KiwQ †h, Avwg Avgvi Gg.wdj M‡elYvi (Title: Inclusive Context in the Pre-

Primary Curriculum and Its Practices) Rb¨ Avcbvi mvÿvrKvi MÖn‡Yi gva¨‡g Z_¨ msMÖn KiwQ| Avgvi 

M‡elYvi †Kv_vI Avcbvi cwiPq cÖKvk Kiv n‡e bv| msM„wnZ Z_¨mg~n ïaygvÎ M‡elYvi Kvh©µ‡g e¨envi 

Kiv n‡e|           

cÖavb wkÿ‡Ki bvg :  

wj½     :  

eqm   : 

wkÿvMZ †hvM¨Zv : 

we`¨vj‡qi bvg  : 

wVKvbv   : 

1. we`¨vj‡qi cÖavb wkÿK wn‡m‡e cÖvK-cÖv_wgK wkÿvµg m¤ú‡K© Avcbvi gZvgZ cÖKvk Kiæb| 

2. GKxf~ZxKi‡Yi Av‡jv‡K Avgv‡`i cÖvK-cÖv_wgK wkÿvµg wKfv‡e mvRv‡bv n‡q‡Q e‡j Avcwb g‡b K‡ib? 

3. wkLb †kLv‡bv †KŠk‡ji †ÿ‡Î Avcwb Avcbvi we`¨vj‡qi wkÿKMY‡K wK wK ai‡bi wb‡`©kbv cÖ`vb K‡i 

_v‡Kb?  

4. Avcbvi we`¨vj‡q wK we‡kl Pvwn`vm¤úbœ wkÿv_x© Av‡Q? _vK‡j †Kvb †Kvb ai‡bi?  

4.1. Zv‡`i wkL‡bi †ÿ‡Î GKxf~Zfv‡e †kÖwY Kvh©µg cwiPvjbvq Avcwb Kx Kx c`‡ÿc MÖnY 

K‡i‡Qb? 
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4.2. cieZx©‡Z Kvh©µgmg~n Kxfv‡e g~j¨vqb K‡i _v‡Kb? 

5. we‡kl Pvwn`vm¤úbœ wk¶v_©x‡`i g‡bv‡hvM a‡i ivLvi †ÿ‡Î wkÿKM‡Yi Rb¨ Avcwb wK †Kv‡bv wb‡`©kbv 

w`‡q _v‡Kb? w`‡q _vK‡j †Kvb ai‡bi? 

6. wkÿv_x©‡`i mvgvwRK I Av‡ewMK wkL‡bi †¶‡Î we`¨vj‡q Zv‡`i‡K Kxfv‡e m¤ú„³ K‡ib? wkÿKM‡Yi 

cÖwZ †Kv‡bv wb‡`©kbv cÖ`vb K‡ib wKbv? Ki‡j wK wK? 

7. wk¶v_©x‡`i m„RbkxjZv weKv‡k Avcwb †Kvb ai‡bi wb‡`©kbv cÖ`vb K‡ib? we‡kl Pvwn`vm¤úbœ wk¶v_©x‡`i 

Rb¨ Avjv`v †Kv‡bv wb‡`©kbv _v‡K wKbv? 

8. †hvMv‡hvM, fvlvMZ `ÿZv I mn‡hvwMZvg~jK g‡bvfve e„w×‡Z wkÿKM‡Yi cÖwZ `jMZ KvR Kivmn Av‡iv 

†Kv‡bv wb‡`©kbv w`‡q _v‡Kb wK? w`‡q _vK‡j wK wK? 

9. wb‡Ri KvR wb‡RB Kivi †¶‡Î we`¨vj‡q we‡kl Pvwn`vm¤úbœ wkÿv_x©‡`i Rb¨ Avcwb †Kvb ai‡bi Kvh©µg 

cwiPvjbv K‡ib ev †Kvb ai‡bi wb‡`©kbv cÖ`vb K‡i _v‡Kb? 

10. we`¨vj‡q Kxfv‡e wk¶v_©x‡`i gv‡S AvZ¥m‡PZbZv e„w× K‡i cvi®úwiK mn‡hvwMZvg~jK KvR cwiPvjbv  

K‡ib? we‡kl Pvwn`vm¤úbœ wkÿv_x©‡`i‡K Kxfv‡e AšÍf~©³ K‡ib?  

11. weÁvb I cªhyw³ welqK wkL‡b Kxfv‡e wk¶v_©x‡`i m¤ú„³ K‡ib? we‡kl Pvwn`vm¤úbœ wkÿv_x©‡`i Rb¨ 

wbw`©ó †Kv‡bv wb‡`©kbv _v‡K wKbv? 

12. ¯̂v¯’¨ I wbivcËv welqK Ávb weKv‡k we‡kl Pvwn`vm¤úbœ wkï‡`i Rb¨ Kx Kx Dcv‡q KvR K‡ib? 

13. we‡kl Pvwn`vm¤úbœ wkÿv_x©‡`i g~j¨vq‡b †kÖwY wkÿK‡K †Kvb ai‡bi civgk© I wb‡`©kbv w`‡q _v‡Kb? 

14. mvgwMÖKfv‡e we‡kl Pvwn`vm¤úbœ wkÿv_x©‡`i Rb¨ Avcbvi AwfgZ Kx? 

M‡elYvi Kvh©µ‡g AskMÖnY Ges AwfÁ gZvgZ cÖ`v‡bi Rb¨ Avcbv‡K AmsL¨ ab¨ev`| 
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Appendix D 

Open-ended Interview Schedule for Expert 

Questionnaire for Expert Interview 

I would like to inform you that I am collecting data for my MPhil thesis titled: “Inclusive Context 

in the Pre-Primary Curriculum and Its Practices”. Your expert opinion suggestions/comments are 

important in reviewing the national pre-primary curriculum in inclusive context. I will not disclose 

your identity anywhere in my thesis. 

Name            : 

Profession    : 

Organisation : 

1. In your opinion, how does the pre-primary curriculum meet the needs of learners? 

2. What are the provisions in the pre-primary curriculum to include children with disabilities 

in inclusive classrooms? 

3. How does the curriculum address the issues of children with disabilities? 

4. To what extent the learning-teaching strategies are suitable for inclusion. 

5. To what extent does the curriculum ensure flexibility in the teaching-learning strategies? 

6. How does the curriculum ensure that the assessment criteria is inclusive and accessible for 

all students? 

7. How will the teachers assess the students with disabilities during and at the end of the 

lesson? 
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8. What type of learning-teaching instruction will be appropriate for students with disabilities 

in an inclusive classroom? 

9. What do you suggest for the teachers to differentiate the learning-teaching instructions? 

10. What type of skills would the teacher require to include all learners in the teaching-learning 

activities? 

11. What teaching strategies do you suggest for the teachers to ensure inclusivity? 

12. In your opinion what type of teaching strategies are relative for inclusion in the pre-primary 

classrooms? 

Thank you for your cooperation.                                                                 Date:                            
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