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EXECUTIVE SUMMARY

Thisstudy of teachers and teaching in Bileaplores aset of interreated factorsthat influence how teachers
teach. It was designed as a serief data collection exercises that wecenductedbetween July 2013and
December 2014400 schools and over 2000 teachessre tracked during three visits to each schddie study

uses a variety of methods including teacher surveys, classroom and school observations and an assessmer
G§SIFOKSNERQ &dzo2S00 YFGGSNI {y26ft SRIST FtoAfAGe G2 O2
Observations of a randomly seledtgroup of schoolseachers and studentfsom four districts in Bihaenabled
analyses that linkeacher attributes, teaching practiceghool and classroom organizatiorda ¢ St f &
capability to teacho build a composite picture of teacheasd teaching in Bihar today

The findings generated by the study prowigmificaninputs and suggestions fdesigning futuréeacher

training andeacherprofessional development in Bihar. This research potentially has utility not only in India but
more widely. The completion of this study acquires particular significance as it coincides with the World Bank
approving a $250 millidrereditto the state government in Bihar for enhancthg effectiveness of elementary
school teachers in Bihar by makihgm more qualified, accountable and responsive.

Summary of research findings

What are teachers like?

Even a quick glance at the background information of teachers in Biharaordsrthe urgent need for major
investment in teacher quality in the statMore than 2000 teachers in 400 randomly sampled schools in 4
districts participated in the study. Of these, amlguarter wasegular teachers. Close to 60% of the teachers in
the study were less than 30 years old and more than 75% of the teachegeslhad been teaching for 10
years or lessibout half the teachers who participated in the study did not lamyeprofessional qualifications
for teaching Almost 2/3 of the teachers surveyed had not attended even eseirvice training in the year
(2012-13) preceding this study.

What do teachers believe?

To explore teacher attitudes and perceptions, teachers were asked whether they agreed with certain statement
They were asked to mark their response on a scale that went from strongly agreengglysttisagree. These
statements covered a variety of topics ranging from pedagogical practitiesirt@pinions about parents and
children For examplegpc:™s S OKSNB FFINBSR gAGK (KS Ubefore @dshing s 0«
classt 82% teabers said that they made a lesson plan quite often (Table 21). SirB#dyeachers agreed with

the statement that they made their students work in groups in class. And 81% said that they do that quite ofter
About 85% teachers agreed with the statemtiwatt they knew the names of all their students.

52 (0SFOKSNBEQ LISNOSLIiAzya FfA3dy gAGK GKS NBFfAGE
KAIKEAIKGAY3I KSNBd® C2N) AyadlyOSs yw: 27F (%andK S NA

L http://mww.worldbank.org/en/news/presselease/2015/8/20/world-bankapproves250-million-programto-improve
the-quality-of-elementaryteachersin-biharindia
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this belief. A majority of teachers believed that the textbooks was not too difficult for children and also that their
main objectiveas a teacher is to finish the syllabus. More than half of all teachers agreed that if children do no
learn well, it is the responsibility of the parents. Almost all teachers stated that the school does everything to he
a child to learn well and half afl teachers argued that to do well students need private tuition in addition to
regular school.

One of the key objectives of the future teacher training and professional development must be to enable
teachersthey see the realities underlying teachilgarning in their schools and to make them understand and
accept the responsibility of ensuring that children learn.

What are classrooms like?
An important part of this studipcuseson life in two gradesStd. 4 and Std. 6 in two types of government
schoolsc those with only primary grades (Std. 1 to 5) and those with primary and upper primary classes (Std. 1t
Std. 8)
1 High incidence of ufti-grade classroom&Vith large number of teachers entering the education system
in the last ten years and wi#hxpansion in infrastructure, the common perception is that the incidence of
multi-grade groupings has reduced considerably. Repeated classroom observations during the course o
this study noted that mukjrade groupings are more common in primary graslesh as Std 4) as
compared to grades at the upper primary level (such as Std 6) even in the same school. In the upper
primary schools, close to 60% of all Std 6 classes that were observed were single grade while only 44%
so Std 4 classes sat by themeshBut the comparison of Stdclassesn the two types of schookhat
only 14% of Std 4 classes in primary schools sat by themselves as compgdfedrionegradeStd. 4
classes located in the upper primary schools.

Despite improvements over timetime availability of teachers at the school level, it is still worth noting
that significantly large proportions of Std. 4 and Std. 6 classes are taught with other grades in the same
classroomlf this continues to be the reality of schools in Bihar, thergovernment needs to ensure

that elementary schodkachersareadequately equipped to deal with mudfiade contextand well
supportedthrough onsite visits and monitoringThe study suggests that more effective ways of
organizing classes need to $stematically explored. Given that schools still do not have adequate
numbers of teacherhowclasgs are to bgrouped for teachingand low to sustain appropriate

groupings over timare issues that need attention.

{ Traditional teaching andassroonactivitesh @S NJ f t T GKS RIFGF &akK2g¢g GKI G
schools is carried out in a traditional way. Students sit in, rwegswork individually. There is hardly any
group work.The observations of classroom interactions in both grq@is. 4 and Std. 6 indicatdat
the teaching was almost entirely driven bytbookcontent. Mbstteacherswvere observedo bereading
from the textbook (89%) and asking oral questions to students from the textbook (67%), or asking
students to recite (49%%.7% teachers were observed writing on the blackbqarsually content from
the textbook and in 44% of the classes students were asked to write (in their notebooks oHzathg).
anymaterial other than textbooks wasedc either by teachers or studén
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1 Gap between talk anaction: Thereseem to be substantial differenclestween what was sefeported
by teacherand what thg were observed to be doing & classroom: 78.6% teachers reported that they
often use teachingearning materials other thaextbooks during a class. However, classroom
observations do not suggest that this is the case. In less than 17% of classrooms was any material othe
than textbooks visibléit least half the teachers said that they use activities other than what isssedge
in the textbook. But such practices were rarely seen when classrooms were being observed. More than
80% of teachers said they encourage their children to work in groups. Again, this was hardly ever seen i
the classroom observation time.

The gap beteen talk and action suggests that teachers know what should be done but are unable to get
it done.Teachersseem toknow what elements of good teaching are (like gnwopk or assigning tasks

to students to do on their own, contextualizing tasks, usivayiaty of materials) but are unable to

actually do it in their classroom. A clear implication of this discrepancy is that when teachers are being
trained (inservice or preservice) a great deal of attention has to be paid to demonstrate and help
teachersi 2 G(NJ yatl S GKS2NBGAOIFf 02 y@OSLIHINB R 2LIS R -
helpful unless the teachease actuallyable todo it2

What do teachers know?
All teachers in the elementary schools sampled for the study were askedrticippte in a perpaper

assessment.he framework used in the assessment of teacher capability for teaching wasbaesdigt on three
kinds of skills thaare commonly used in teaching. This includestikity of teacherso:
f understand children by IdoA y 3 | (i O KikaritRieticyarsl an laggRaddHindi)

1 explaincontent and processefexample:texts and vocabulary in language, operations/processes and
problems irmath)

1 Ceate questions/examples that are context specific and related to thgdaaaelife of children

Most of the tasks that the teachers were asked to do in the questionnaire/assessment were common activitie
that we expect to see in a typical Indian elementary school classroom. The evidence from the study suggests
following wints may be useful to keep in mind while designingspreice and wservice training modules for
teachers?

1 Subject mattebasicknowledgeneeds strengthening for som#s part of the assessmdehchers were given
very basic kinds of tasks (for exaepgh Math, they were asked to solve a long division problem, show
correct use of brackets and operations, compute percentages or calculate Altea).these are math

A dzOK RAAONBLI yOASa KIPS 0SSy 20aSNBSR Ay LINB@A2dza aNBzRAGR2 2 @4
study.

31n collaboration with Bihar government and UNICEF, ASER Centre/Pratham conducted a state level student achievement gtudy in ever
district in Bihar in May 2014. Many of the areas in which student performance was poor are the same as those in whiber¢haréea

found to be weak in this study. Hence the suggestions being made in this document also draw from learnings from otlike shelies

one mentioned here.



problems from primary grades. Depending on the question, anywhere between three guarten thirds

of the teachers could do the question correctly. Similarly in language. The others who are weak in basic sk
or in basic concepts need to be identified early in their career (either at theeprice stage or soon after)

and given the &lp and support that is needed. It is wrong to assume that all teachers have basic language c
math skills. In the recruitment process, the testing can be focused on ensuring that the incoming or selecte
teachers are beyond this basic level.

Weak in tanslating content and processes into practice { S& LJ NI 2F Fyeé (Sl OKSN
children access content or enable students to build skills in a manner that children are able to comprehend
FYR Sy3r3aSed YyYy2¢AyIIK2y G2 GNBYHEYAUTI¢ HFANDKA Y OF
examplewnhile almost 78% teachers could do a long division (three digit by one digit) problem correctly,
when it comes to explaining the correct steps to solve a division problem only 10.%%eaictiers got all

the steps right. Similarthere is a huge gap the case of solving a percentage problandexplaining the

correct steps to solve the problerRor example, in the case of having to solve a percentage prd@zleifr
teacherscould answr the questiorcorrectlybut only 15.1% could get the right ansve@d also show the

correct and completsteps to reach the answer.

The ability to explain, in ways that are accessible to children, is a critical component of effective teaching.
Even in aypical traditional Indian elementary school classroom we expect that the teacher will be able to
comprehensively and correctly explain the concept that is being tearghtay out step by step the

processes or the operations that the child has to |e€sliost textbooks contain examples of such
explanationsHowever, dta from ths study suggests that a large number of teachers need help in providing
complete, correct and comprehensive explanatimnshildren Theefore,in training it may be worth
reinforcingexactly how basic operations are to be taught and if possible practice these explanations in the
presence of faculty or master trainers.

bSSR G2 £SINY I 062dzi OKA fARchkE ook Workidore My\Kil@énhefpd
understanding not only whether a concept or a skill needs to be revised or strengthened or even taught aga
to the group but also points to which children need additional help and on what. Common mistakes highligt
common problems and individual mistakesinp to specific help needed by specific children. Examples of
OKAf RNBYQa ¢2N] X SalLlSOArffte O2YAYy3a FNRBY OKAf RNSB
what was expected of them, can also help the teacher to move the teaching in the claffer@mtdi
directions.

Ce@LIAOCHffe GSIFIOKSNAR ALISYR I O2Yy&aARSNIoOfS Llinhis 27F
studyl KIFG F &1 SR S OKSNA (G2 UGKAY( lo2dzi gKIG GKS@
themtoansver.C2 NJ SEI YL S (S OKSNER 6SNB akK2gy SEF YLI S5
mistakes in spelling and grammar. In the particular case, there were three mistakes, close to half the teache
could only identify one mistake and another thialld not identify any mistakeshi$ and otherevidence
suggests thait would be pertinent tocollect anddzd S al YLX Sa 2F OKAf RNByQa
good students as well as from academically weaker studespsirt of modules in teacher tising. This can

be done in each subject and as part of the teaching of any concept during the training of teachers. Suc
Al YL S& O2dzZ R 0SS LJzN1I2 aA@Ste OK2aSy G2 LINBLI NB




Overall, the findings from the study strongiuggest that teacheraining modules should integrate
OKAf RNByQa ¢2NJ] ¢ A dystematishay. Thiz M stréhgthyei @atliier pkegfaration and
professional development and prepare teachers for the actual grtavedl realities they face avill face in
the classroom.

T /2yGSEGdzZl t ATAY3I (SFOKAY3T (2 02y ytéHatidna@ Cudikutuin R NB y ¢
Framework2005stressedi KS ySSR G2 6S F6fS (2 O2yySOG 6KFG A
life outside theclassroom¢ S I O Kb8itydd 6o this is a key component of good teaching. In the study, the
teacherassessment had a few tasks that required teachers to aithaseword problems iimathor create
different types of questions in language using ladatination.The ability to formulate both questions from
numbers and language is a particular problem for the teachers. OV&ofit3em correctly formulated a fact
retrieval question from a simple given situation, and just abouit d/3hem could cret an inference based
guestion.Many teachers did not perform well in these tadkserefore, ay teachettraining module should
incorporate practice of how this contextualization of teaching is to be done, especially if it is to be done
meaningfully to conect with children, their lives and their prior knowledge.

9 Teacher scores and teacher characteristids often thought that teachers with higher qualifications will be
able to teach better. In fact the Right to Education Act lays down norms foatehat standards that
teachers must meetln terms of average scores (based on basic subject matter knowledge) irahtindi
arithmetic, teachers with higher educational qualifications score slightly higher. However it is alasethe
that across the digibution of teacher qualifications scores neddsbe higher. The relationship between
years of teaching or professional qualifications and teacher scores is much more mixed. If the composition
the composite teacher score moves beyond subject mattewlatge to other aspects of teaching, the
differences between different kinds of teachers may become even less clear.

As more and more teachers join schools and as more investmentsadein teacher training and professional
development, it is hoped #t classroom interactions and practices may change especially if training is targeted a
changing some of the traditional teachimghaviori K+ & A& O2YY2yteé &aSSy Ay . AK
the previous section have variety ofimplications ér teacher preparation. If we want classroom practices to
become more interactive, less teacher or textbook driven and more orientearde group work, then pre
service and iservice teacher training must incorporate training on these elements in thenoelwles that are

being developedDiscussions aroungideotaped classroom sessioosuld also be a way in which classroom
practices are brought into teacher training sessitwathin general as well with respect$pecificsubjects.

The current studyobked at a variety of dimensions of teachers and teaching to provide a comprehensive view 0
I a0l &St Ay S &eridditc folB\8 up/styidies deliié HoNdhto provide a feedback loapo the content

and delivery of the ongoing teacher trainipgpgrans. It is important that such feedback loops are built into
training programsso that the process evolvés sync withthe needs of the teachers. The current classroom
observation formatwas designed to generate suatformation and the observationformats can be used as
template that could be furtheenhancedfor more sophisticated usdyased on the level of training of the
observers.



INTRODUCTION

Bihar is in the process of implementing a series of far reaching changes to its elementary education syste
aiming to address both access and quality issues in schooling. An area of particular focus is the stgeongthen
teacher capability. Bomprehensive initiative hdseen plannedy the government with its partners. This effort
has a number of componentshat include bringing teacher training institutions to fully functioning status,
improved preservice and iservice teacher training programs as well as opportunities fgoorg professional
development. These and other changes to policy and practiEeinéended to bring about a large scale
transformation of teaching in elementary schools in order to ensure quality education to children.

Given the ambitious scope and scale of the interventions aimed both at increasing the quantity and quality «
teachers in the system, is importantto develop methods and measurts provide timely information about
whether intended objectives are being achieved. The development of coaltgxeievant and useful indicators

of teacher performance early in thisocessof reformwas taken upso that there would be useful information

for planners and policy makers about the areas in which progress is satisfactory andhichseewd additional
attention. As the state moves forwaodl its mission to improve teacherpability, regular assessment of teacher
performance against predefined benchmadaild also preide important feedback for improvindesign
content and implementationf teachertraining programs.

The current baseline study of teachers and teachirgjiarwas conceptualized and executed with this broad
landscape anthesechallenges in mind. The baseline projgstd asurveybasedapproach. It had three phase

data collectioreffort stretching from the beginning of the 2013 schoolears(July 203) till the middle of the
201415 schoolears(December 2014). 400 schools and over 2000 teachers were tracked during this period witt
three visits to the schools in the studye four districtg the field sites which were the focus of the studyere
chosen by Bihar government. Ealistrictis from a different part of Bihar; the aim was to ensure that the study
locationsvaried in terms ofjeography, size and terraifihe design of the studpcludedtracking a randomly
selected group of schoois each district. In each schqallassesteachers and studentwere studiedover the
O2dz2NES 2F 2yS I OFRSYAO &@SFNJAY 2NRSNJ G2 R2O0dzySyi
to teach. Indicators related to organization of schools dassmoms were also tracked. The ultimate objective
was to identify specific teacher, classroom and school characteristics currently associated with better teachir
and better teacher capabilities

Findings and lessons learned from analyses of thesgdatae a comprehensive baselimewho teachers are
what they do and what they thinlhow classrooms are organizdubw teaching is done and how capable
teachers are to teach in elementary schodl$ie study is the first step in assessing current leveida
characteristics ofeacher performancelt is hoped that this studyill providecritical inputs fordesignng and
implementingstrategies aimed at strengthening teacher capability in Bihar.



CHAPTER 1: WHO ARE THE TEACHERS?

In order to understand tezners and teaching, the study was visualized as having several interlinked parts. The
first task was to get a sense of who the teachers in BihakMra&t are theirindividualcharacteristics, family
background, qualifications, training and experience?

This section is based onte@acher questionnairéhat wasadministered to all teachers in tsehools selected for
the study.400elementary schools were randomly selected from fdistricts of Bihag 100 schools each Hast
Chanparan, Jamui, Purnea aRbhtas' All teachers inhese schools filled oufuestionnaires. Theata from this
round of responses are seléported. A total of 252 teacherscompleted thequestionnaire. ©the teachers
included in this study2,119teacherswere given the questiomairein the first visit and an additional 133 (those
whom we could not interview in the first round) were covered in the second visit.

Section 1: General Information about teachers

Of the totalof 2,252 teachersurveyeda quarter wageachingin primary schools and the restere teachers in
schools withcombinedsections oprimary andupper primaryclasseg¢Table 1)

Table 1: Teacher Distribution by School Type

School Type No of teachers % Teachers
Primary 559 24.82
Primary + Upper Primary 1,69 75.18
Total 2,252 100

Allteachersin the selected schoolsere covered in thesurvey. About 22% were reguteachers andanother

22% were pnchayat teachergTable 2aAbout half of the totalcomprisedblock level teachergprakhand
shikshak® Thepanchayat and block teachers are both contractual teachers appointed respectively at the level o
village panchayat (for classeg)lor blocKkevel (for classesMlIll).From the distribution of teachers, it is clear that
regular teachers are in a mintyrin the government schools in Bihar. Close to three quarters of all teachers are
those whoare oncontract.

Table 2: Type of Teacher

All All
Teacher type
typ No of teachers % Teachers
Headteacher 56 2.5
Regulateacher 501 22.3
Panchayateacher 512 22.7

“The four districts were purposively chosen by senior officials of the state educatiotmusyiaWVithin each district, schools were
randomly selected from the official school lists of the government.

5 Prakhand is a block which is a unit in the-diskrict level administrative structure of a district.
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Blockteacher
Total

1,182
2,251

52.5
100

The distribution of teachelype varies by the type of schddlable 2lp with primary schools havingrach lower
proportion of regular teachers (appiimately 10%) as compared to upper primaapout26%9. More than 80%
of the teachers in primary schools are panchayat teachers while upper primary schools have higher proportio

of block teachers (69%).

Table 2b: Type of Teacher by school type

Teacher Primary Primary Upperprimary Upperprimary
type No of teachers % Teachers No of teachers % Teachers
Head 15 2.7 41 2.4
Regular 55 9.8 446 26.4
Panchayat 467 83.5 45 2.7
Block 22 3.9 1,160 68.6
Total 559 100 1,692 100

Mostteachersh y . A K| BE®youngwvirik itdefudder half &bout 44%in the age range of 20 to 294ble

3a).

Table & Age distribution by teacher type
Age of teachers All Head Regular | Panchayat Block
Less than 20 21.8 3.6 2.0 28.4 28.3
20to 29 43.9 14.3 11.6 55.2 54.1
301to 39 20.8 23.2 39.6 13.9 15.7
40 abwe 13.5 58.9 46.8 2.5 2.0
Total % 100 100 100 100 100

The presence of larger proportions of young panchayat and block teachers contribute to this skew in
distribution of teachers in favour of youthooking at the age distributions of the differdimds of teachers in

the Bihar schools, it is clear that head teachers and regular teachers on average are much older than tl
panchayat and block teachefSomparing the age distribution of teachers by sciyymé (Table 3b)we see that
upperprimary €hoolshave a relatively large proportion of teachers who are more than 30 gkelbout 38%

and 21% respectivelgs compared to teachers in primary schools

Table ®: Age distribution by school type

Age of teachers Primary Upperprimary
Less than 20 269 202
20 to 29 52.3 41.1
30 to 39 14.3 229
40 above 6.5 15.8




Total 100 \ 100 |

Overall, close to 60% of all teachers surveyed were male. Female teachers were:yamges8% of all
teachers less than 20 years of age were female and as we mbigh& age groups the proportion of female
teachers gets small¢Fable 4)

Table 4: Gender distribution by age

Age of teachers Total Male Female Total
N % % %
Less than 20 491 42.2 57.8 100
20to 29 988 61.1 38.9 100
30to 39 467 65.5 34.5 100
40 above 303 77.2 22.8 100
Total 2,249 60.1 39.9 100

Over half of all teachers who were surveyegte from the @Gher Backward ClassesBQ category(Table $. In

this study caste information for children was not collected.

Table 5% Teachers by Caste

General SC ST OBC Others Total
Number of Teachers 605 337 99 1,202 5 2,248
Percent 26.9 15 4.4 53.5 0.2 100

In addition, €achers were asked a variety of other questions. These included questions about where their ow
children go to school, where tiadive and how long it takes them to travel to school on a daily basis.

Almost 90% of all teachers were marrgd atotal of 84% have children of elementary school going @je.
theseabout 15%eachersreported sendindheir children to private schagiiwhile the restsend theirchildrento

govermment schools (Table 6).

Table 6 % Teachers who send their children to private school or government school

Childre® @ge % Children going to Govt % Children going to Total %
School Private School

Age (510) 84.1 15.9 100

Age (1114) 85.0 15.0 100

Around 30% of atbachers reported their ownillagewasthe same as the village where the school was logated
and 32% stayed in the same village as school. A little over 45% lived in the same Fastmagahooin which
they worked Also as one would expect the panchayat teacher and the block teachers were more likely to stay

6The smallest unit of local governmenisually a group of villages.

9



the same village or panchayat as the school compared tagdrea regulateacher (Table)7 This information is
importantbecause it indicates that over 50% teachers (especially the panemalaibck teachers) are local (in
the same panchayat) and live quite close to the school in which they teach.

Table 7% Teachers by location of residence

Head Regular | Panchayat] Block Total
Teacher Teacher | Teacher | Teacher

Is the native village of the teacher the same village where the school is located?

Yes 16.1 12.2 27.1 36.0 28.2
No 83.9 87.8 72.9 64.0 71.9
Total% 100 100 100 100 100

Dces the teachestay in the same villages the school?
Yes 16.1 184 29.9 39.1 31.8
No 83.9 81.6 70.1 61.0 68.2
Total% 100 100 100 100 100
Daes the teachestay in the same panchayat as the school?

Yes 21.4 17.8 52.2 57.5 46.6
No 78.6 82.2 47.9 42.6 535
Total% 100 100 100 100 100

Close to 30% of the teachers hattaveltime offifteen minutes or lesand most walko school (40%nly 23%

of teachers hdto travel more than an hour tthe school in which they teach (Table 8).

Table 8 Time taken to travel to school

Time takerto travel to school No of teachers % Teachers
Less than or equal to 1Bin 650 28.9
Less than 1dur more than 15 min 1,082 48.1
More than lhour 517 23.0
Total 2,249 100

A majority of the teachers reported that they were not engaged in any otbek activity other than teaching
(66%). Of the remaining, farming was the most common work actpipyox. 64%gpart fromteaching(Table
9).Though farming was the maauditionalactivity for maleteachers female teachers weravolved in various
other earning activities.

Table 9Type of work done by teachers who engagedarkother tharteaching

Type of work Number of % Male % Female %Al
teachers

Farming/dairy 483 69.7 325 63.6

Private 140 18.3 19.0 18.4
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Politics/union work 125 15.3 222 16.4
Other earning work 65 4.7 27.8 8.6
Business/shop 21 1.9 7.1 2.8
*Note- Teachers could report multiple options of work thereforedhenntotal exceedL00 percent.

Turning tothe employment history of the teacheis the study Table 18hows that most regular teachers have
been teachers for over 15 years (number of years since they were first appointed as teachers) while tf
panchayat and block teachers have come into the teaching profession as government school teachers ol
relatively recatly. About 80% of panchayat and block teachers have been teachers for ten years, ootess
surprising given that the policy and practice of recruiting different kinds of teachers (other than regular teachers
is a relatively new phenomenon that goeskoaaly about 1612 years.

Table 10: Number of years since first appointed as teacher

Years since appointment Head Regular | Panchayat Block Total
Less than 5 10.9 31.8 34.4 28.7 30.3
5t09 14.6 12.6 521 58.3 45.6
10to 14 14.6 11.2 11.6 12.9 12.2
More than 15 60.0 44.4 2.0 0.2 11.9
Total 100 100 100 100 100

While head/regular teachers have a longer track record of teachingverage they have spent fewgzars
teaching in thecurrentschoolthan is the case withlock /panchayiteachers. @ble 11 shows thanost regular
teachershad beenteaching in the same school for less than 5 years (60%) while more than half of the
block/panchayat teachers had been teaching in the same school for 5 to 9 years.

Table 11: Number of years sirtbe teacher wasappointed in the present school

Number of years in the Head Regular | Panchayat Block Total
present school

Lessthan 5 51.8 60.2 37.6 31.5 39.8
5t09 35.7 26.6 51.9 56.7 48.4
More than 10 12.5 13.2 10.6 11.8 11.8
Total 100 100 100 100 100

Theshortertime spent in a particular school by a headcheror regular teacher can be attributed to frequent
transfers as is evident from Table 12 bel®ycontrast, byvirtue of being local anchore recently appointed,
less than 10%f the block ad panchayat teachers have been transferred.
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Table 12: Number of transfeilsy teacher type

Number of transfers Head Regular | Panchayat | Block | Total
None 19.6 319 92.4 92.8 77.3
lto2 41.1 43.1 6.4 6.8 15.7
3 or more 39.3 25.0 1.2 0.4 7.1
Total 100 100 100 100 100

Section 2: Educational Qualifica@md Training

We next look at the education and professional gigatibn of teachers. The teachers were askeohéwk their
highest educational qualificatioout of the givenfive options. Thee options were-below Matric, Matric,
Intermediate, Graduate and Postgraduate.

The highest level of educational qualification reported by teachers is shofigure hAbout 48% of all
teachers are graduaser above (32%avegraduatequalifications ad 16% postgraduatqualification$.

Figure laEducational qualification of teachers

Postgraduate
16%

Regular teaches are distributed relatively evenly across the qualification spect(bigure 1b). However

panchayat and block teachers are mostither atintermedide level(Class Xll pagse. high schoatertificate or
collegegraduate level.

7 Matric refers those who have passed Class X.

12



Figure 1bEducational qualification of teachers by teacher type

B Matric BIntermediate BEGraduate OPostgraduate

Head Regular Panchayat Block

Figure 1cEducational qualification of teachers by age

B Matric BIntermediate BEGraduate OPostgraduate

Less than 20 20to 29 30to 39 40 above

Apart from educational qualificatioedchers were also asked if they have received any pimfi@ssraining For

this teachers were asked to mark any one of the following optagprofessional qualification, Diploma, B.Ed,
M.Ed or other qualification related to teaching profession.

Onefourth of the teachers reportedhavingsome kind of professional qualification (apart from B.Ed, MrEd
Diploma) while half of them said that they do not have any professional qualifi¢atibte 13)
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Table 13 Professional Qualifications of teachers

Prokssional Qualification No of teachers % Teachers
None 1,109 50.2
Diploma 313 14.2
B.Ed 215 9.7
M.Ed 16 0.7
Other 557 25.2
Total 2,210 100

After their appointment as teachersvariety ofin-servicetrainings take place every yedhese trairings range

from one day meetings to explain filling up of formats to longer duration capacity building exercises. Many ¢
these trainings are intended to provide teachers with inputs and materials for improving content knowledge an
skills for delivery. Bad on thedata collected from teachers we find tH&8% did notreceive any training during

the year 201213 (Table 14)dthough nost teachersampled hadittendedone daymeetingtrainings.

Table 14 Days of teacher training

How many days of trainingddyou attend in year 20123?

No of teachers

% Teachers

None 1,384 62.7
lto5 245 11.1
5to0 10 349 15.8
more than 10 228 10.3
Total 2,206 100

How many onelay training program did you attend In the year 2032

No of teachers

% Teachers

None 782 355
lto5 435 19.7
5t0 10 841 38.2
more than 10 146 6.6
Total 2,204 100

Close to 64% teachers said that training helped in learning teaching methods and clastiates(Table 15)
When asked what content they would choose tfig next teacher training workshop, th&rgest proportion

(66%) expressed a need for training in how to teach specific suljectontent areas

Table 15Training feedback

Howhastraining helped teachers?

No of teachers| % Teachers
Learned how ta@lo some administrative work better 726 32.2
(example: filling formats)
Learned some teaching methods or activities 1,442 64.0
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Learned new things about policies, rules, or procedures 821 36.5
India or in Bihar

Learned some subject knowledge that wasknown (eg: 854 37.9
fractions)
Did not learn anything that helps in the work 104 4.6

What content would you choose for the next teactraining workshop?
No of teachers| % Teachers

Content knowledge in specific subject areas e.g. in math 1,053 46.76
Envirommental Studies (EVS)

How to teach specific subjects e.g. language or science 1,484 65.9
Multi-grade teaching techniques 1,293 57.42
Classroom management techniques 1,176 52.22
How to interact with parents arttie community 1,022 45.38
Howto evaluate children's learning 1,191 52.89
Education policy in India and in Bihar 1,008 44.76
Other 174 7.73

The questions asked and the data collected on teacher training in thisestudgarly inadequate to reach any
conclusions regarding teaah&aining. In order tdrack trainings and colledeedback from teachersa set of
preparatory task may be needed. For example, each year there are a humber of trainings that are planne
(usually at the state level). It would be useful to analyze thectbg of each of these trainings and link them to
the content and delivery pattern of the trainings. A tracking system may be needed to check if all teachers fi
whom such training was intended indeed got the training. Feedbackifi6rh O Kn@\¢dEate) ater training as

well as after some monthsould also elicit useful information and insights about @peropriatenesf the
training in actual teaching situations. Finally, the academic monitoring work of cluster coordinators could als
include obserations d classroom practice to see if and how specific trainings relate to the work that teachers do
on a regular basis.

Section 3: Woikgin SchoolActivities and Attitudes

In trying to understandi S I O Ki$aNi& Beir work in schools, we exmdra few other features oivhat
teachersreport doingand thinkng. Llet us take a closer look at how teachaverk is organized in schoo(3f all
teachers surveyed, 30% in primary and 35% in upper primary schoolsasditeyhtaught only one subjedbhe
reference period was thday prior to the survey At the other extreme, e fifth of teachers in primary school
taught 4 or more subjects.

When asked about the classes (grades) taught on the day before the survey most teachers reported teachi
more than one class in both primary and upper primary school.
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Finally, it is noteworthy thathbseteacherswho reported teaching more classes the previousvorking day
were also teaching morsubjects. Table 16 shows that the average humber of subjectst tamegbases as the
number ofclasses taught increases.

Table 16Distribution of teachers by number of classes taught and average subjegis

Number of classes taught Percentage | Average numbepf subjects taugh
of teachers

lclass 28.9 17

2 or 3classes 44.8 2.3

4 or 5classes 21.7 2.9

6,7 or 8 classes 4.6 3.8

Total 100 2.3

Time spent by teachers in school on various activities during a tymidehgvweek is shown in Table.17
Teachers were asked to comment on a variety of activitiegstimdate the time that they used in each of these

in the reference period of a weekeaching and preparing lessons were reported as being done quite often by a
large majority of teachers (96% and 88% respectively). This was followed by activitiéimdikedisters and
preparing and serving mithy meals (both approxately70%).

Table 17 Time spent on various activities during a working week (% teachers)

Activities Quite Often*| Sometimes** Never Total
Teaching 96.3 3.2 0.5 100.0
Preparing lessts 87.6 10.9 15 100.0
Filling registers 69.5 17.0 13.4 100.0
CCE/other assessment activities 52.2 42.7 5.1 100.0
Preparing/serving MDM 69.7 15.3 15.0 100.0
Extracurricular activities 58.1 35.0 6.9 100.0
Other administrative work 34.9 23.1 42.0 100.0
*Quite oftenEvery day, for more than bir or less than 1dur

*SometimesNot every day but several hours a week or for a short time per week

These data also suggebtt time spent on preparing and serving vday meal and other administrati work
varies by type of teacher. Close to 90% of all head teachers work on preparing/servidgymmteal. A larger
proportion of headteachers, followed by regular teachsr were found towork more often on other
administrative work compared to panchagatblock teaches.

Overall,20% teachers reported that theld notfind any class difficult to teaqifable B). Majority ofteachers
find the highest grade {5for primary and 8 for upper primary)hardestto teach. As can be seen 40% of
panchayateachersfound clas$ and around 33% dilock teachers foundlass 8 as hardest to teadfor regular
teachersonce again clas$"8&vas most difficult to teach (34% approx.).
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Table B: Class hardest to teach

Class hardest to teach Head Regular Panchayat Block Total
None 154 224 19.0 18.8 19.6
Class 1 11.5 9.8 17.7 9.6 11.4
Class 2,3 or 4 7.7 12.0 184 11.5 13.0
Class 5 30.8 6.0 39.9 6.9 14.2
Class 6 or 7 7.7 16.1 2.9 204 15.5
Class 8 26.9 33.8 2.2 32.8 26.3
Total 100 100 100 100 100

Teachersvere also asked thathetherthey face any difficulties in teachiramd if they dowhat helpis available
About 21% teachers reported they face no difficulty. Of those who faced difficulty alnregbeied receivng
help (only 3% said no body helg®in) Most teachersused peer group$or guidance andilsoaskedother
teachers for helgTable 13

Table 19Whoguidesthe teachers?

Whoguides? No of teachers % Teachers
Head teacher 589 34.6
Other Teachds 844 49.6
BRC/CRC 591 34.8
Other 125 7.4

Teachers were asked whether and how often they had engagiiffierent class activitied-or thisteachers were
asked to reporbn the last time they did a padilar activity (listed in Table Rahose whaeoeported doing it the

same day of thes@rSe& 2NJ 0KS f1ad 6SS1 6SNB Lizi Ay G§KS O
FOGAGAGE RddzZNAYy3I GKS flFad Y2yadK 2N flad o Y2yiKa ¢
o Y2y dKa |32 2NJ ySOSNIGggYLINRAS WNINBfe 2N ySOSND

It is pertinent to remember that all the data collected for this section of the report comes fronesaifed
information from teachers. Most teachers reported that they gave students homework (95%). Almost all teachel
(94%) used the blackboaddiring teaching. 82% teachers said that they made lesson plans. A similar proportior
of teachers reported that they made children work in small groups. Interestingly, the data in the next chapte
which is based on actual classroom observations givesaqdiféerent picture of teaching activities. 75% of the
head teachers said they visited the cluster or block center quite often.

Table 20 Time spent on various teachastivities
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Teacher activity Quite | Sometimes Rarely orr  Total
often never

Made alesson plan? 82.3 11.4 6.3 100
Talked to a parent about the child's learning? 62.4 334 4.2 100
Used any TLM other than the textbook duringacliy 78.6 14 7.3 100
Took out a book from the library? 61.6 17.6 20.7 100
Gave students homework? 94.9 3.3 1.8 100
Used the blackboard during a class? 94.0 2.2 3.7 100
Made children work in small groups during a classy 81.4 14 4.5 100
Were absent from school for half a day or more? 21.3 26.6 520 100
(including leave)

Taught a group of two or thre¢dS together? 65.3 20.1 14.6 100
Helped to prepare or serve the midday meal? 77.6 120 10.4 100
Spent more than 1 hour in a day filling registers? 49.8 23.4 26.9 100
Visited the cluster or block resource centre? 37.1 37.3 25.6 100
Asked somebody fdelp with teaching a topic? 30.4 30.7 38.9 100
Playedgamésports with students? 68.5 21.1 10.4 100
Did a class activity that was not mentioned in the 47.7 31.7 20.6 100
textbook?

To explore teacher attitudes and perceptions, teachers were adhetther they agreed with certain statements.
They were asked to mark their response on a scale that went from strongly agree to strongly disagree. The
statements covered a variety of topics ranging from pedagogical practices to their opinions aboweidrsent
The statements related to the different domains were mixed in order to minapzeticular skew in responses
(Table 21).

Let us look at the different domains and analyze the responses of teachers. On pedagogical matters, teach
seemto knowwha &G aK2dzZ Ré dE: Kt SHBKYINEH O INSSR gA0K GKS a
plan before teaching a clags82% teachers said that they made ssten plan quite often (Table 2 Similarly,

88% teachers agreed with the statement that they miigér students work in groups in class. And 81% said that
they do that quite oftenMore than 60% teachers agreed that they sometimge difficulty in explaining &th

to their students, but at the same time close to 90% of all teachers claimed theyt Hiake difficulty in teaching,

they know where to get help.

On interactions with students, more than 96% stated that they enjoy teaching and interacting with students
About 85% teachers agreed with the statement that they knew the names of all tndenst.More than 97%
said that if a child is absent for more than a week, they try to find out the reason for the absence.

Table2Y ¢S OKSNBEQ 2LIAYA2Ya
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Obinion Neither
P Agree* | agree nor| Disagree* | Total
disagree
Teachers who are often absent from schshould 62.9 173 10.8 100.0
be paid less.
All students are capable of learning mathematics.| 74.3 9.9 15.8 100.0
I know the names of all the students | teach. 85.3 8.2 6.5 100.0
T st t | intelli ti i
SC/ ST students are less intelligent in comparison 29.7 116 58.8 100.0
other students.
If a child is absent for more than a week, | try to fil 974 11 15 100.0
out the reason.
If children don't learn well, it is the parents'
. 58.0 16.5 25.5 100.0
responsibility.
Tgachers whose students learn more should get 407 20.7 38.6 100.0
highe salary.
| always make a lesson plan before teachingaclq 95.6 2.2 2.1 100.0
M hil ' 4i hool k h
ostc |-dren in Std 4 in my school know how to © 86.4 6.8 6.9 100.0
subtraction.
The textbooks are too difficult for children. 35.3 14.3 50.4 100.0
Sometime | have difficulties in explainmgthto my 608 6.9 304 100.0
students.
| enjoy teaching and interacting with students. 96.5 1.4 2.1 100.0
To do well, students need private tuition as well as 425 12.0 45.4 100.0
regular school.
Whenl h ifficul hi ic, | k h
enl have difficulty teaching a topic, | know how 88.6 40 73 100.0
to get help.
Th hool hing i help chil
e school does everything it can to help children 972 13 16 100.0
learn well.
My objective as a teacher is to complete the syllal  87.5 2.9 9.6 100.0
| have met theparents of all of my students. 79.0 10.5 10.5 100.0
All the children in Std 4 in this school can read 53.9 3.3 228 100.0
fluently.
| often make children in my class work in groups. 88.3 5.8 5.8 100.0
Teaching was my first choice of jobs. 93.2 2.5 4.2 100.0

F! ANBS NBFSNAR (2 (GKS NBalLkyaSay a! ANBS¢ 2NJ
FF5Aal3INBS NBFSNE (2 GKS NBaLkRyasSay as5Aaal 3N
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| 2¢ O2yySOGSR IINBE GSIOKSNARQ o0StASTa Fo2dzi OKADRN
estimation of the current learning level of students in Std. 4 in their school indicates that they believe that al
children in this class can read fluently and most can do subtraction. (All data from Bihar shows that this is not
all the case). Only third of the teachers feel that the textbooks are too difficult for children. Although these are

very few statements that teachers had to agree or disagree with, the indication is that their articulated position i
far from reality.

If we focusmordf 284St & 2y SELISOGFGA2Yya 2NJ 6StASTa | 02dzi (
GSIFOKSNJ NBalLkyasSao ! fyz2ad Ftf G§SFOKSNA adlFrdSR GKI
and that their objective as a teacher isctamplete the syllabus. But at the same timeseto 60% agreed that
ensuringlearning outcomes were thesponsibility of the parent andightly over 40% agree thatudents need
private tuiton to do well in school About three quarters of teacherdadNB SR A G K GKS adil
a0dzRSyida IINB OFLIFofS 2F €SFENYAYy3I YIGKSYFdAOaed /
intelligent in comparison to other students. Putting some of these statements together the impression that
emergess that of a traditional textbook bound teacher, who believes that his or her job is deliver content from
the textbook and syllabus and it is the responsibility of someone else (student, parent, tutor) to guarantet
learning.

Much of the content of teadr training in the Indian context tends to be focused on delivering subject matter
1y26ftSR3IS 2NJ AYLINIAY3I ONBIR aiAfttacd .dzi f221Ay3
seriously with many aspects of what teachers believe tatloildren, about the syllabus and textbooks, about
responsibilities and how these beliefs are connected to their role as teachers. Can future teacher training ha
O2YLRyYySyda GKFG FFNBE F20dzaSR 2y 0dz t RA yidearhigglinQtieis N& ¢
own contexts?

Conclusion

This section providkan overview of a representative sample of elementary school teachers in Bihar. It is cleal
from the data that many of these teachers aentract teachers (panchayat shikshak or prahdvblock
shikshak) and are still quite young. They live in rural areas often less than an hour away from the school in wh
they teach. In terms of education, they are either at intermediate level or graduates but most do not have mucl|
by way of profesenal qualification or certification in teaching/educatidheir beliefs on teachidgarning, on
children and on parents are fairly traditiondihderstanding who teachers are was the first step in the study
before diving deeper into what classrooms #ce br how teachers teach.
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CHAPTER 2: WHAT ARE CLASSROOMS LIKE?

Introduction

In this study of teachers and teaching in Bihar, a variety of metirdsused togaina better understanding of

who the teachers are and what they do in the classro@ifir&oorted data from teachers about themselves has
already been analyzed to get a sense of their background, their educational qualifications and trainin
experiences and their tenure as a teacher. Questionnaires were also used to get details ohteaies and
attitudes and these have been discusseth@previous chapter.

Moving beyond selfeported information from teachers to actual classroom observations is an important and
critical step of any study thdbcuseson teaching. Clearly, iting schools and spending time observing
classrooms provides an important perspective on teaching. However, a single visit to observe classrooms &
schools is not sufficient. The conditions prevailing in a school can change on a day to day basig @epehdin

is present in school, what is to be done on that day and what else is happening in the village. Scha
environments also change during the year. There are seasonal changes due to the weather and for rural scha
due to agricultural activities; ahges caused by festivals, by the marriage season, and also due to activities ant
changes in the school calendar. Hence, visiting schools and classrooms periodically, or at least several time
year is useful. Repeat visits allow us to see if the a&giviti organizational patterns that we observe are of a
permanent nature or if they are different each time.

The field work for this study of teachers and teaching was carried out between September 2013 and July 201
This time period straddles two schgearsg 201314 and 201415. During this period, there were three visits to

the sampled schools. The first visit was between the middle of September and end of October 2013. The secc
visit was in December in the winter of 2013. The last visit wasyig@Ql4, after schools reopened following the
summer break.

For the classroom observations part of the study, we focused on two gr&ldst in primary schochnd Std6

in upper primary or middle schodlo keep consistency and comparability betwseimools and over time, we

only observed language and math cladsgésaching in other subjects was not observed. Focus @e the
subjects also made it easier to relate the classroom observation data to the information from the teache!
guestionnaire whez only language and math questions had been covered.

8Actually once the classroom observation data was analyzed it became clear that a majority of the classrooms obsenssgsvere cla
where Hindi was being taught.

9To the besbf our knowledge, classroom observations had not been conducted on scale in research studies in India prior to 2009. The
modified Stallings tool was used in two Indian studies, one by the World Bank and one by MHRD, around the same timE¢hatASER
began to experiment with formats and protocols for capturing key indicators of classroom practice on scale. Our classraiimrobser

tool was first developed for a UNIGEBZLILJ2 NIl SR addzRé GAGE SR WLY&ARS t NA Ydonssand{ OK2 2 ¢
30,000 Grade 2 and 4 students from 5 states over a period of 18 monthsM20@ Ay 2NRSNJ (2 G- 1S + Ot 24&S
outcomes changed over this period and what classroom, teacher, school, and home factors could be &ekéifiedements affecting

student learning.
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Given that this study was a large scale, primarily quantitative exercise, spanning 400 schools and over 600
classrooms which were visited three times, classrobservationsoncentrated on a set ofdiicators that are

the core of teaching activities but are relatively easy to obs&haclassroom observation tool developed for
this study responded to three main objectives:

- To provide a broad picture of classroom activity in Grade 2 and 4 goverroheal classrooms in
different states.
- What was the teacher doing and what were most students doing?
- ¢2 SEFYAYyS G(G(KS SEGSYyld (2 6KAOK StSYSyia ARSY(A
important aspects of classroom environment were presesaimpled classrooms; and
With these objectives in mind, an observation protocol was developed that enabled a large number of classroor
observers who were extensively trained but not themselves either teachers or researchers to be able to record
limited set of elements of classroom processes with a very high degree efatgereliabilityc probably the
most difficult element of any large scale observabased data collection strategy.

The observation indicators were also designed keeping in mahthitools developed during this research

could have wider use, particularly by those who visit schools routinely to support and monitor téeeantmimg
AYGSNI OlAzya Ay OflaaNR2Yad ¢KS 20aSNIF ( xlasgroomy RA O
organization/classroom environment and teaching activities.

For classroom organization, we looked at features like which classes/grades were sitting together, where tt
class was being conducted (physical location), how the class was orgduyiziedlly (groups or rows), what was
the basic infrastructure in the class, and use of timetables.

For teaching activities, we focused on basic teaching methods (what the teacher was doing), the interactic
between teachers and children (who talked wdnom), student activities (what students were doing). The
G20aSNIBSNE &Lyl | O2yiGAydz2dza LISNA2R 2F on YAydz
jdzSaiArz2ya oSNB YINPSR SAGKSNI aeSa¢ 2N ayz2¢ o

In the first visit, Std4 and Std6 classes @re visited in all schools primary and upper primary. But due to
constraints of time, in subsequent visits (visit 2 and visit 3) Std 4 and Std 6 classrooms in only the upper prim
schools were visited. Almost all upper primary government schoolsan lgitie classes from Std 1 to Std 8.
Therefore, the data reported in the rest of this section refers only to the subset of classes for which we hav
information for all three visits (i.e. selected grades in the upper primary schools). Thus for purpbées of
discussion, we have about 200 classes for each grade (a total of (641,2836cl4ss visits) that have been
visited three timesluring the course of the study (Table 22).

10 Although the domains covered by this tool are broadly similar to those in the Stallings tool, it was much simpler inetguimescof

observer skill. First, each question was designed as a simpleyesind 2ditE ¢ KSNBE 20 aSNIBSNE 62dz R YI NJ
observed even once in a thistginute period. Second, observers were required to record only what most students in the classroom were
doing during the observation period, ignoring the faet tftome students were inevitably left out in this process. These were conscious
decisions to sacrifice detail and frequency in favour of consistency and ease of use.
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Table22. Total number of classroom visits 2814

Month of visit Total numler of visits to classrooms
Std 4 Std 6
Visit 1:SepOct 2013 213 212
Visit 2:De€2013 214 212
Visit 3:Juh2014 214 212
Total of all three visits 641 636

Section 1: Classroom Organization and Classroom Environment

Where are classes beingdifel

The observation tool starts with recording the physical location of where the class to be observed was being he
Was the class in a classroom? In the verandah or was it outdoors? The data indicates that close to 90% of
classes were being condadtindoors in classroonf¥able 23)The proportion of children sitting outdoors in the
second visit was reportedly due to the weather conditions. In December, it is common to see classes being he
outdoorsin the sunshine even if the school has adequmateber of classrooms. Overall, across the three visits,
for both grades that were studied and at least for the upper primary schools, nine times out of ten, the class wze
being held in a classroom.

Table 3. Physical Location of Observed Clagséisperprimary schools

Std 4: % Classes held in differg Std 6: % Classes held in differg
Std 4 Std 6
Visits spaces spaces
Total Classrm | Verandah| Outdoors | Total Classrm | Verandah| Outdoors
visited % % % visited % % %
1 211 93.8 4.3 1.9 209 97.1 1.9 1
2 205 77.6 4.9 17.6 209 88.5 1 10.5
3 211 934 4.3 2.4 210 95.2 3.3 14
Average over 3 visit{ 88.3 4.5 7.3 93.6 2.1 4.3

How common is it for different grades to be taught together?

For a long time and until very recently, Bihar had been plagithdacute shortage of teachers and space. Hence

it used to be very common to see migtade arrangements in primary and upper primary schools. For example,
a study conducted in 2062008 visited a sample of 160 schools across Bihar four times durisghtha year!

That study like the current one had repeated unannounced visits to schools making it possible to observe it
dynamic nature of school functioning. The 2Q0D8 study found only 7% cases where in each visit the class that
was being observedas the only grade being taught.

11 Geeta Kingdon and Rukmini Banerji 26BRBCOUP Policy Brief Number 5, September 286€essing school quality: Some policy
pointers from rural north India
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With large number of teachers entering the education system in the last ten years and with expansion i
infrastructure, the incidence of mulgrade groupings ds reduced considerably. Table 24a and 4w the
current situationwith respect to Std4 and Std6 in the upper primary schools in the four districts selected for
the study.

Table 24alncidence of muHirade classes irbserved schools in Bihé&td 4

. . More than 2
. Single grade i Two grades " Total grades
Visit - grades sitting
the classroom | sittingtogether observed
together
No. % No. % No. % No. %
Visit 1:Sept_Oct 2013 93 44.1 86 40.8 32 15.2 | 211 100
Visit 2: Dec_2013 97 47.3 76 37.1 32 15.6 | 205 100
Visit 3: July_2014 85 40.3 99 46.9 27 12.8 | 211 100
Average across 3 visits 917 | 439 | 87.0 | 416 | 30.3 | 145 | 209.0| 100
Total classes visited 275 261 91 627

The data suggest that mufirade groupings are more common in primary grades (such .4 &glcompared to
grades at the upper primary level (such&td 6) even in the same school. Close to 60% of all Std 6 classes that
were observed were single grade while only 44% or sd 8tdsses sat by themsel@sble 24h)The incidence

of two grades sitting together in Std 4 at 41.6% is almost douliteabteen inStd 6 (20.8%). More than two
grades sitting together is a far less likely option (well below 20% for both grades).

Table 24b. Incidence of Mufirade Classes in Observed schools in Bitdie

Visit Single grade in More than 2
geg Two graés . Total grades
the classroom| . . grades sitting
sitting together observed
together
No. % No. % No. % No. %
Visit 1:Sept_Oct 2013 132 63.2 41 19.6 36 17.2 209 100
Visit 2: Dec_2013 125 59.8 41 19.6 43 20.6 209 100
Visit 3: July_2014 122 58.1 49 23.3 39 18.6 210 100
Average across 3 visits 126.3 | 60.4 | 43.7 20.8 39.3 18.8 | 209.3| 100
Total classes visited 379 131 118 628

In visit 1, Std4 classrooms were observed in primary schaats in the schools which had primary and upper
primary sectionglso.Due to time constraints, from visit 2 onwards, classroom obsenstigne done only in

the two selected grades in the upper primary schools only. But data from the first visit allows us to get a snapsh
of what Std4 is like in both types of school$hevisit 1 data shova major difference between primary and
upperprimary schools in terms of mufirade classroom@able24c). A large proportion of standard 4 classes
(43.6%)in primary schoolsvere found sitting with more tha@ grades as compared tgper-primary schools
(15.2%).

24



Table Zc. Multi-gradeclassrooms for Std by typeof schook, data from Visit 1

. . More than 2
Single grade in| Two grades "
. grades sitting Total
the classroom | sitting together
School type together
% % % %
Primary 14.0 42.5 43.6 100
Upperprimary 44.1 40.8 15.2 100

In each visit we observed that there were some schools wherd Stdl Std6 were sitting by themselves; there
was nho other grade that was clubbed or grouped with them for teaching purposes. But is thisaagmerm
feature of this school? Do these classes in these schools always follow this pateintidence ofmono-grade
classrooms across all three visits in shown in Table 24d. As compared tovibespagerage of approrately
44% in Std4 and 60% irStd 6, the proportion of monegradeclassesn all three visits falls to 30% and 45%
respectively.

Table24d: Mono-grade in all three visit&Jpperprimary schools

Total observed in all 3 visitg Mono grade in all three visits

N N %
Class 4 201 61 30.3
Class 6 205 93 45.4

While looking at Table 24d, it is worth remembering that the situation witiStdschools which have primary
sections only may beonsiderablywvorse. In the 20022008 study of primary schools, the percentage of schools
that had monegrade classrooms across all four visits was about 7%. Looking at the data from Visit 1, it is possil
to assume that the same figure for this study may have gone up but it is still likely to be well below 14%. Does tl
mean that despite massivecruitment of teachers in the last few years, the huge expansion of schools has not
improved classroom organization or grouping substantially in the schools where there are only primary section
La GKAa 2yS 2F GKS ¥ S| (f dadafing sciodls iriefetySabitatayfA SSNE | € AT |

How does the incidence of myjtade classes vary by the number of teachers available in a school?

As one would exgrt, the higher the availabiligf teachersin a schoglthe lower the likelihood oimulti-grade
classroors. The probability of a grade (either Str Std 6) being the only grade in the classroom is very low if
there are six or less teachers in a school. However, this probability jumps up if there are 7 or more teache
appointed in a school.

Table 2& shows that wherthere are more than 10 teachers in an upper primary school, more than 75% of Std 4

classes are sitting by themselves. For Sih6le 25h)the incidence of single grade classrooms is even higher at
91%.
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Despite improvements ey time in the availability of teachers at the school level, it is still worth noting that
significantly large proportions of S#l and Std6 classes are taught with other grades in the same classroom.
With teachers not adequately equipped to deal withltirgrade contexts, this is a major challenge for Bihar.
Depending on the academic monitoring and support mechanisms that are in place, figuring out how to organi:
grade groupings effectively and systematically is an important task that needs toebgctiool by school. If two

or more grades have to be grouped together, then which two are the best to merge has to be decided by takir
the ground realities of each school into account. If a district has such issues then a standardized way to gro
children may help the district to prepare the teachers better for these situations in thegniice training
periods.

Table 25aMulti-grade tasses by number of teachers in the sckstol 4

. . Two grades| >2 grades Total %
Proportion | Single grade I~ o

Number of teachers of schoat | in the class sitting sitting grades
available in the school together together observed
Less than or equal to 6 32.1 12.82 52.82 34.36 100
71010 43.0 46.67 45.19 8.15 100
More than 10 24.9 76.58 22.15 1.27 100
Total 100.0 43.66 41.73 14.61 100

Table 25bMulti-grade tasses by number of teachers in the scksitol 6

. . Two grades| >2 grades Total %
Number of teachers | Proportion | Single grade . g .g. °
. . . sitting sitting grades
available in the school| of schools | in the class
together together observed
Less than or equal to 6 32.1 26.67 30.77 42.56 100
71010 43.0 66.54 22.06 11.4 100
More than 10 24.9 91.08 7.01 1.91 100
Total 100.0 60.26 20.99 18.75 100

Is there enough space for teachers and students? Are there adequate matetéaishimg?

The checklist used for observing classroom facilities was broadly divided into whether there wa®rspace
children to sit or teachers to wallp-to every chilgd whether there were blackboards and chalk for use and if
there was any teachidgarning material other than textbooks visible in the room.

Table 26aClassroom infrastructure: % Classes that have the followingntaiitiree visits

Class 4/ Class 6
There is space for all children present to sit comfortably. 79.1 84.9
There isspace for the teacher to walk up to EVERY child. 73.1 80.5
ALL children are sitting on chairs. 20.4 37.6
ALL children are sitting onats ortat pattis. 52.2 31.7
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There is a blackboard that is easy to write on. 66.7 79.0
The children in the back cansdlg see the writing on the blackboard.| 65.2 77.1
There is chalk in the classroom. 58.7 59.5
There is TLM (other than textbooks) visible in the classroom. 0.5 0.5
Children's creative work is displayed on the walls. 0.0 1.0

Looking at the classroom iimétructure data collected from schools across all three visits combined (Table 26a), it
seems that classrooms do have space for students and teachers, and usually had useable and visible blackb
in all three visitsWhat was missing from classrooms wWeespresence of TLM (other than textbooks) and display
2F OKATfRNBYyQaQ ¢2NJ] & | I NRdddither of theseQwolkiads dinateridls injakKthrée &
Visits.

In terms of seating arrangement, children sat individually in rows (rdierin a circle or in small groups) in

over 95% of all classrooms on all visits. This is a traditional classroom seating pattern and seems to be widespr
in Bihar.

Giventhat classroom conditions are quite differémthe two kinds of schoolsye nowlookmore closehat the

data from Visit 1 which allows a comparison of Std 4 classes between primary schools and upper primary schoc

Table 26b. Classroom infrastructureStd 4 dasses that have the followiitgms(Datafrom visit 1, by school
type)

Primary Upper
Primary
There is space for all children present to sit comfortably. 86.0 86.8
There is space for the teacher to walk up to EVERY child. 84.9 84.0
ALL children are sitting on chairs. 16.1 34.6
ALL children are sitting on tat pattis. 79.0 63.2
There is a blackboard that is easy to write on. 76.3 89.6
The children in the back can easily see the writing on the blackbog 96.5 98.4
There is TLM (other than textbooks) visible in the classroom. 14.0 10.4
Children's creative work is digged on the walls. 13.4 9.0

As shown in Table 26b, for most indicators only marginal differences were observed between primary and uppe
LINAYEFNE d0K22fad ! NN y3ISYSyla difedaddedit faf nlonStgd@lildren S |
in upper primary schools sitting on chairs as opposed to those in primary schools who were more often sitting o
LG LI GaAae ' RRAGAZ2YIFEtEE&S ¢[a FyYyR OKAf RABagswamsONE |
located in primary schools asnepared to upper primary schools.

What about timetables?

Almost all schools (over 90%) and all observed classes reported having a timetable but there wakeal gifeat
variation in where the time table could be fouithble 27)For about one fourth ofllaschoolsthe timetable

was displaye@dn the wall of the observed classroom. In another 30% of cases, the timetable could be seen o
the wall elsewhere in the school but not in the classroom being observed. In slightly less than 50% of tt
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observationsthe timetable was neither displayed in the classroom nor somewhere else in the school. In these
cases, either the teacher or the headmaster/mistress showed the observer the timetable.

The current situation as observed in this study is quite different thenresearch carried out in 20008,
whereonly 25% of schools had clagsecific timetables and, among those that did, only 35% were found

following the timetable(The 20072008 study focussed on primary grades only).

Table 27 Time table related dicators

% Classes where timetable related indicators | Std 4 Std 6
visible:
Is there a timetable in the school 90.4 90.8
If there is a timetable, where was it visible:

Displayed in the wall in the classroom 22.9 24.4
Displayed on the wall somewleein the school 30.7 30
not in the classroom
With the Headmaster, not displayed anywhere 33.2 32.5
With the teacher, not displayed anywhere 13.2 13.2

Note: Timetable indicator followed very similar pattern across visits. The data presented litetiisataaverage across all
visits for each class. Wherever the timetable was available, the time table was being followed

Overall, a quick glance at how classrooms are organized seems to suggest that most classes are in rooms. The
enough space fothe children to sit comfortably and for the teacher to move around. Children were maostly
sitting on chairs or more likely on mats. Regardless of what they were sitting on, the actual seating arrangeme
was almost always in rows with individual childs#ting one behind the other. Mulgrade grouping, at least in
terms of two grades sitting together is still prevaleaithough more so in primary grades than in upper primary
classes. But close to half of all classes observed (44% for Std 4 and 888®6johave only one grade sitting
alone And there is a timetable for the classeether the actual time table is visible or not. Since the two
grades being observed were in the same school, it was not surprising to find similar patterns of classroo
organization across grades.

Section 2: Classroom and Teaching Activities

Although surveyors were told to observe either math or language classes, once the data was analyzed it beca
clear that the classroom observations were almost all of language<|(@46 of the classroom observations for
both grades are for language).

The observation of activities in the classroom was divided broadly into three parts: activities that the teachel
were doing as well as activities that most students were doingeirsame period of thirty minutes. We also

attempted to look at visible and broad ways in which teacher attitudes towards students could be observed.

How do teachers teach?
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Although from simply enumerating how many activities a teacher did datimigty minute period (Table 28t
appearsas though there ia lot of variety and variation, most of these activities were being done hgdbleer
and were related to directly transmitting textbook content to childrezading aloud, writing textbook content
on the blackboard and asking children to write that in their notebooks.

Table 28Variation in teaching activities

% Teachers doing variety of different activities in class (30 min observation period)
Teaching Activities Std 4 Std 6
Doing less than &ctivities 27.4 22.6
Doing 3 or 4 activities 40.4 42.0
Doing 5 or more activities 32.2 35.5
Total % 100 100

Note: Patters of activities were quite similar across visits. Data in this table is based on an average across three
visits

Observationgrom over 400 classrooms suggest that most of the time, most teachers, regardless of grade leve
use traditional teaching methods. Much of the activity during the class is squarely centered on the textbook ar
is largely teacher driven. For example, naighe teachers were observed reading from the textbook (89%) and
asking oral questions to students from the textbook (67%), or asking students to recite (49%). 57% teachers we
observed writing on the blackboagdisually content from the textbook anal 44% of the classes students were
asked to write (in their notebooks or slates). In less than one fifth of classrooms did we see teachers ask stude
to come to the blackboard and write anything. It was also rare to see teachers ask children to veufsirog

use any material other than textbooks or do any activity that was not related to textbooks.

Summarizing data from the observation of student activities we see the mirror image of what teachers do in th
classroom. In most classes, students wdrgeoved to be reading. Much of the reading activity was reading from
the textbook (74%). In hardly any classrooms did we see children reading anything other than textbooks (5%).

Compared to reading (which we saw in 75% of the observed classes), it atigslyeless common to see
students writing (50% of observed classes). But even when children were seen writing, it was mostly copyi
from the blackboard (in 43% of classes) or taking dictation (24%). In hardly any classrooms did we obsel
students doingany other kind of writing activity (11%). Overall, we did not see much student activity on anything
other than the textbook or based on anything that was not directed by teachers.

Overall, data from classroom observations depict very traditional classradnere teachers dominate and
students are passive.

I NB 0SIOKSNEQ 26y NBLERNI& Fo2dzi GKSANI I OGAGA
the classroom?

The answer is yessAlescribed in the previous chaptelf,taachers in the sapled schools were asked to fill out

a questionnaire. In this survey format, among other information, they were asked about the different activities
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that they did*? Here are some examples of whiatS | O &a tNéy @o which are very different from whagyh
actuallyobserveddoing.

1 78.6% teachers reported that they often use teach@agning materials other than textbooks during a
class. However, classroom observations do not suggest that this is the case. In less than 17%
classrooms was any materher than textbooks visible.

1 81.4% teachers report that they make children often work in small groups. However this was rarel
observed in the classrooms that were visibecthree separate occasians

1 At least half of all teachers surveyed said thaytb&ten did activities that were not mentioned in the
textbook. But the classroom visits indicated that teachers rarely depart from the textbook in any way.

'YRSNEGEFYRAY3I ogKeé GSIFOKSNEQ NBaLlRyasSa | NBioREBFSN
possible that teachers know what elements of good teaching are (like yawmr assigning tasks to students

to do on their own, contextualizing tasks, using a variety of materials) but are unable to actually do it in the
classroom. A cleamplication of this discrepancy is that when teachers are being trainesr(iice or pre
service) a great deal of attention has to be paid to demonstrate and help teachers to translate theoretice
O2y OSLIia Ayidz2 LINI OdOrnSq9gids Nikyegyasigbhelpiululedaithe de@okakstadRually

able todo it

Section 3: Teachetudent interaction

What can we say about how teachers relate to students from observing their interactions?

In this study theobservation schedulattemptedto go beyond the basic characteristics of what teachers and
students were doing and look for direct and measureable indicators for how the tesigtient interaction
could be characterized.

Observers were asked to record a few basic kinds of interactionsdreteachers and students. Here are some
examplef indicators:
9 Did the teacher approach at least three individual students in the middle or back of the class?

9 Did the teachereferto at least three students by name during teaching?
9 Did the teacher site, laugh or joke with the students at all during the class?
1

Did the teacher use any local information to make the lesson more relevant to the students?

tKSaS 1AYRa& 2F LINI OGAOSa oSNB O2RSR I a aLIRaArdAr@ds

120ne point to keep in mind is that the teachers who were observed in the classroom are a subset of all teachers whthélled out
teacherquestionnaire.

13Such discrepancies have been® SNIISR Ay LINBGA2dza adGdzRASa +a gSttad {SS GKS Of
{OK22f a¢ aidReo
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Y2y 3 ay S 3ites, wadrleded:INI O
1 Did you see the teacher giving corporal punishment to students?
9 Did you see the teacher carrying a cane or stick in the classroom?

91 Did you hear the teacher using negative language with children?
Finally we used two simple indicatfos engagement in teaching.

9 Did you see the teacher doing any steaching work during the class?

9 Did you observe the teacher leaving the classroom before the class was over?

At least during the observation time, hardly any teachers displayed aatveelehavior. In less than 4% cases
did the observers see any corporal punishment, teachers carrying a cane or stick or using negative or derogat
language? Also while the observations were going on, hardly any teachers were seen doing degchog

work (2.5%) or leaving the classroom before the class was over (8.2%).

About 63% teachers in the observed classrooms were interacting with students sitting towards the middle c
back of the class. In almost as many classes we saw teachers addrdssahgalrstudents by name. But it was

far less common to see teachers smiling or joking with the students (11%). Of course this can easily be attribut
to the presence of the observer in the classroom.

Table9. Teacheistudent interactions: Positive adgties

Low Medium High
Observed — —
L 0 or 1 positive . . 3 or 4 positive Total %
activities o 2 positive activities o
activities activities
Std 4 48.1 35 16.9 100
Std 6 43.2 37.5 19.2 100

Note: These data are averaged over classroom observations acrosssitgee vi

Based on Table 2%e can see that in at least half of all observed classrooms, teachers did two qositive
activities that showed their positive attitude to their students.

Conclusion

Through the study period, the three visits to the skedschools and the classroom observations in the sampled
AN RSazx Aa KSELJFdzA Ay LINPGARAY3I | 3IfAYLAS 2F ol a
data shows that most dhe teaching happens in a typical anaditional way Classooms in Bihar are limited in

the range of teachintgarning activities that take place, focusing heavily on textbook driverrejégition,
chalktalk methodsChildren sit in rows and work individually. There is hardly any group work. The textbook is a
the center of the interactions in the class. Textbook content is transmitted by teachers mainly by reading an
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writing on the board. There is not much activity done by teachers or students that does not involve the textbool
There was no corporal punishnteduring the observation period.

As more investment is done in Bihar in teacher training and professional development over the next few year
the substance of classroom interactions may change. Interactive practices in teaching, active participation
students, group work and reliance on a greater variety of tead¢bémging materials magil lookdifferent if such
classroom observations are done some years from now. However, to move away from ingrained and tradition
teaching practices, teacher tyah y 3 Yl & ySSR (2 KI @S atSFENYyAy3a oe
classroom interactions are demonstrated and modeled and teachers are asked to practipEngdand
effective mechanisms of field based support will need to be developed to chachentghabits and traditions.
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CHAPTER 3: TEACHER ASSESSMENTS

Section 1: Introduction

An effective teacher has many characteristics. Classroom observations can highlight the visible dimensions
teaching practice but there are many other attributdsatt are less immediately visible. Subject matter
knowledge, ability to communicatskill in translating curriculum content into classroom activitiessroom
managementkeeping students effectively engagetl empathy towards studentsare all esserdil ingredients

for teaching well.

It is worth remembering that thistudy covers 400 schools in Bihar and more than 2200 elementary school
teachers.The approach of this research is quantitative. Despitesthéeand scope of this workve still wanted

G2 Ay@SadAaalrasS G4SFOKSNRQ adzoeSOG YFGGSNI 1y2ef SR3AS
Tt SEA0ES (2 OKAfRNBYyQa ySSRao

The framework used for this section of the study builds on accumulated experiences and lessons learned from
empirical worldone in the last ten years in Indf& This study is the third in a series of studiese in Indighat

have attempted to tackle questions of teacher capability to té40l20072008, Kingdon and Banerji used

teacher assessments of a saniind in a study of government and private primary schools in Bihar and Uttar
Pradesh. This research provided useful insightdéatthers andeaching across government primary schools

and private schools in the two stat&s.20072008, the then newavernment had just begun to make major
investments in building new schools, recruiting teachers and universalizing enroliment. That study put side by
side with the current one provides interesting comparisons and contrasts. ThéJBéraPradesh studyiththe
foundations of a larger effort callédL y & A RS t NJwhich dhRered dib&eaa21008 primary schools in five
states across Indf4.

As has already been discussed,ftheneworkused here builds on previous work in India srahchored to the
reality ofclassroomén Indiaand on activities that could help to substantially help to improve the core of
teaching in Indian schools. The focus is on how teachers teach basic skills in lardjozath anelementary

14 This study cannot be compared with studies of teachers and teaching done in other countries; as there are none intethatiosall

similar techniques and instruments. There may be a missed opportunity here as the teacher assessment part of this study lbeatd ha
O2YLI NBR (2 aiGdzRASa R2yS o6& (GKS 22NIR .ly1Q&8 { SNIAOSBeiSnS8t A FS N,
international benchmarking, this study can be compared with a set of studies conducted in India (details given below).

15Apart from the research studies conducted by members of the ASER Centre research team, the study also benefits from the long

experience of Pratham team members who have worked in collaboration with government school teachers in many statds in the las
twenty years.

16 Members of the current research team have been involved in each of these studies.
17The Bihar and Uttar Pradestudy of 20072008 Kingdon and Banerjivas supported by a research grant from the Spencer Foundation

¢KS &adzaSldzsSyd aidzR &undédby WIEFSndisuppoited ByBVMHR Do Roh the experiences and learnings
from School TELLBhiswascarried out by ASER Centre/Pratham in 201.0http://www.asercentre.org/p/62.htn)l
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schoolgrades. Threbroad categosgs of practices were selected for closer investigation yengaper written
format. Thesewere:

T a/ 2NNBOlUAYy3IE OKAfRNBYyQa 62N] YR AYFSNNAYy3I 4K
adzoadl ydAlrt LINI 2F (S OKBEMSE QOfIAAFBENP22YI KA 34 Y & A
OKAft RNBYyQa 62N)] & 2KIG SEFOGte R2 (S OKSNaA R2 |
GKS NARIKG FyasgSNK 52 (0SIFOKSNBR dzaS OKAf RNByQa
guestions werernicluded in the teacher assessment questionnaire. These items are based on actua
al YL S&a 2F OKAfRNByQa ¢2N)] Ay fly3adza 3IS FyR N
GO2NNBOUA2Yyaéd ¢KS 202S00GADS gthidexérdseo NAy 3 GKS

1 Explaining content using language and methods that could be easily understood by children: It is quil
common in India to find that the grade level textbook content and language is too difficult for children.
One of the challenges of teaghdH A& (2 RS@PSt2LJ I GoNARISE 06SioS
and what the child currently knows. Thus being able to explain concepts and content in an accessible a
systematic way is an important skill feathers to have and to usesét of asks were included in the
G§SFOKSNJ aaSaaySyid [dSaidAraz2yylFANB G2 4SS 6KSGK
include asking teachers to summarize a given text or requesting them to use easy language to exple
difficult words andhaving hem write step by step solutions to given math problems.

1 Developing new tasks (questiobs)sed on content that was given to them. Although textbooks or other
materials are available to teachers and students, it is expected that teachers will go beybisdgiviea
in textbooks. This iseeded for manyeasons, andt least two are explored in this studiirst¢ is the
teacher able to make contextually relevant questions that his or her children can relate to? The relevanc
could be with respect to langga (i.e. is it local? Is it accessihleég relevance could be tigd local
contexts and realities and also linked to the level of chi@d@n | 0 A £ A (1 & SédndcG2theLINS |
teacher able to go beyond the boundaries of what is given in the tdkxtind make efforts to link
curricular content to everyday life of studerifs?

In the language and in the math sections that follow, more details will be discussed for each of these domai
and how they are operationalized for use in the teacher questiganai

Just to reiterate- 400 government schools were covered in this stqdy00 schools from each of the four
districts (Purnia district in the normastern part of the state bordering West Bengal, East Champaran from the
north-west near Uttar Pradeshardui from the soutkeast and Rohtas from the soutvest). In each district, half

of the schools in the study are primary schools and the rest of the schools have primary and upper prima
sections. 2206 government school teachers in these districts cadple¢ teacher questionnaire. The grading

of the teacher survey questionnaire was done by a team selected by Bihar Government State Council
EducationhResearch and Training (SCE&SE)jsted bystaff from ASER Centre. Decisions on the grading rubrics
and other criteria were jointly developed by this team.

18The fundamental premise of CCE (comprehensive and continuodglevalh 2 y 0 G K (i A Righttd Bfiéatiot AcRs basgd L y R
on the ability of teachers to be able to assess their children in a flexible and ongoikigmayteachers should be equipped to be able to
assess children in ways that suit children.
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The questionnaire on teaching and assessment was administered to all teachers in the sampledAdichools.
teaches insampled schosl(both from primary sections and upper primary sectiomsie askeal to participate

in both math and language assessments. The assessment was administered in a group. i.e., all teachers w
seated in a classroom at the same timeer€ were two sample questionnaires for eacibject. Teachers sitting
adjacent to each o#tr were given different samples. The total time given to complete both the subjects was 3
hours. The teachers were supposed to write their answers in the space given in the question paper itse
Surveyors gave the instructions only at the start of theaise They did not resolve any questions/doubts
during the test. The surveyors were told not to provide any additional instructions or examples that were no
written in the questionnaire. The surveyors ensured that teachers did not consult with eacldwrtingr the
assessment. Every teacher was supposed to work on their own answer sheet and hand that in. Thus all date
GKAa aSO0GA2y A a-repdrted &eBpordes that Sdre@®lctédiina i fadmat.

Section 2: Teacher questionnaiféeacher assessment: Math
The framework for assessment of teaching is anchored around the following broad ddfainie 3Q)

Table 30. Framework for mathematics assessment

Domains Description ofasks

1 | YRSNEGI yRAY 3 | Can teachesidentify and correct miakes commonly
mistakes made by children?

2 | Explaining processes and solv| Can teacherapplythemselves t@nd solve problems as
problems well as explain the methgarithmetic, mensuration,
(This is a combination of data interpretation percentage cgmtations, and
content knowledge & ability to | unitary method)?
explain)

3 | Developing questions/problem| Can teaches create appropriatand relevangjuestiors

for children on given topics?

Let usdiscuss each of these items inms® detail: we willthen lay out the findings, interpretations and
implications for action. For each item and wherever possible we will describe each task, outline how grading w
R2y S LINRPOGARS SEIFYLX Sa 2F (S OKS NEHtG worth Klnembefig thatdzY Y
the assessment part of the questionnaire was only one part of a much longer survey that was given to teache
Given the constraints of time, only a limited set of questions could be asked that explored the teatleinymf
subjects®®Despite thee limitations, the data that was collectptbvides valuable inputsand suggestionsito

future directions

191n the design stage, there were detailed déstons with different officials of Bihar government including SCERT and senior officials of
.AKFENI D2@SNYYSyiiQa 5SLINIYSYyd 2F 9RdzOF A2y 6AGK 22NIR . IyJ
20 Apart from the teacher assessment questionnaire being discussed in tios seztchers were also asked a number of other questions
about their background and beliefs. Given the length of the entire exercise (in terms of what a teacher was askedgrtlasteasment
section is perhaps shorter than if only this section hahla@ministered separately.
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G/ 2NNBOGAZ2yaéd 2F OKAf RNByQa Yriadl {Sa

If you talk to an elementary school teacher in India about challenges in teackingr er later the teacher will

bring p the issue of how much of hérA YS 32Sad Ay G@O2NNBOGA2ya¢é 2F OK.
consuming it is to keeppuwith corrections especially with NAS Of  a4Sa® LT & 02 NNE
activity, then it is worth understanding different dimensions of how teachers cope with corrections.

Ly GKS YIFIGK aasSaaySyid 2F (GKAA & diReseinklGded 2 Odza SR 2
1 First, can the teacher correctly identify the mistakescthitel is making
1 Second, can the teacher show how to get to the correct ar’swer
f TKANRIZ 6KIFG OFy GKS GSI OKSNJ al & | |ooRirdpat hig/iiet wiitteh O f
work?
To explore these three aspects we used two tgskse was a dision problem and the other a two digit addition
LINREOEfSYDd . 20K GKS&S SEIFYLX Sa 2F OKAf RNBY QM prinarNg |
gradesmake in computations.

G/ 2NNBOGAY3IE RADGAAAZY

| KAt RNBY 2Fi0Sy KISy RATRADINALZY sMNKOAGYPRYyAS aOK 2 3
work. The teacher was shown how three different students solved a three digit by one digit long divisiol
numerical problem. The teacher was then asked to identify which child had doneothenprcorrectly. And as

the logical next step, the teacher was asked to show step by step how ttheopreblem?! (Figure 2).

2A¢KAA ljdzSaliAz2y Kra Gg2 LINLAY 2yS LINIL Aa FfAIYySR Gthed@@rYl Ay
part is aligned to domain 2, which assesses the ability to explain processes antbbtdwvasp In the teacher questionnaire, an example
was shown of how to solve stiy-step, a three digit by one digit numerical problem in division.
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Figure 2: Sample questigrCan teachers do division with all the steps?

ST | |n Part 2a, the teachers
E TR e v W oy N i o ; identi
00 4l e ‘ S T TR (b S 8 i g o | | VETC asked to identify
oY % ) i o o 4, el & ' 313 the correct option from
B o b 2[6 24 OKAf RQa g2
¥ B e -6 f
ey 0z In Part 2b, the tegchers
_ s2w were to solve a similar
B}qf"'&‘ 04 division problem
3—‘.:!{ .:.%._. clearly showing all the
1% steps involved.
o, TEA T oda) # o e v oy e
o v o ) W ) e ke e v ) v One example was
i 2 afls et ) ekt o A e o : :
provided to illustrate
3)‘\1-""{!' — how to answer the
.31:1 Ld 0 ‘| 1943 question.
) :&
ﬁ In this scanned
o "]I exanple the teacher
i 1 3 _,{_}E ; has marked a wrong
%51 ¥ option and also done
A3 the division problem
e incorrectly.
".Er — —

Table 31 shows that close to 80%all teachers are able to correctly identify which child did the diyisaisiem
correctly.But it is worth noting thail6% could not identify the correct response and 4% did not attempt this
guestion.

Table 31. Identifying children's mistakes

%TeacBNE K2 ARSYUGATFASR GKS O2NNBOG 2LIGAz2Yy
Correctly identified which child had done the problem correctly 79.8

Could not correctly identify which child had done the problem correg 16

No response 4.2

Total 100

Showing all compational steps NBS OGf & & LI NI 2F GO2NNBOGA2YE
In the second part of the question, an example was shown depicting all the steps that are needed to clear
explain the processes involved in solving a division probleigi{®y tdigit). Textbooks anaacher guides also

have such examples. This is a vemroon task; typically as part of reguldassroom practice; the teacher
writes down the correct steps on the blackbidbéor the children to see. To succeefully completettskin the
guestionnaireg teachers had to write down the correct process and steps for solving the problem. It was expectel

37



that teachers would write all the required steps especially since an example was given to show them what w
expected

To grade whether the teacher was alib explain all the steps correctly we used three criteria: (a) was the
teacher able to solve the division task correetiyere the quotient and the remainder correct? (b) Did the
teacher show all necessary steps? (3 steps needed to be shown) (c3tepthshown, were all elements present
(for example, was the minus sign was given in doing the division problem).

As in the case of identifying which child had done the question correctly, here too a very large fraction ¢
teachers could solve the didai problem correctly (Table 32). Being able to understand and sohaerical
division problems is a key part of the primary school math curriculum and a basic competency that needs to be
place before moving to higher skills. This type of question maydood proxy for a wholeost of capabilities
related toknowing andeing able tdeachbasic mathematical operations.

Table 32 Solving division problem with steps

% Teachers who solved th Solved correctly Solved No response Total
division problem correctly incorrectly
77.8 13.9 8.3 100
Of those who solved the All 3 steps | Atleast 2 stepg Less than 2 steps shown
problem correctly, % who correctly shown correctly
showed steps correctly 10.5 46.5 53.5

From the data, it is clear that close to 80%mll teachers know the right answer so it can be assumed that
content or subject matter knowledge is not the probl&rklowever, in explaining the steps of how to solve a
math problem, about half of all teachers missed one step in solving the divisidenprén the first sample, 927

had to be divided by 9. Conceptually and in terms of notation, the confusing part for children is how to deal wit
27. The divisor 9 exceeds the second digit of the dividend 2 and therefore zero will have to be written befor
dealing with the next digit 7 which makes the number 27. From option 2 in both samples, we can see that
where the child has made a mistake. Hence it is important to deal clearly with each step in the computation. N
showing all computational steps déduesult in children not acquiring fundamental concepts to be proficient in
this competency area. In teacher training or in providingitssupport, it will be useful to reinforce the point
that all steps should be clearly put down when teaching childosv to solve problems. Even just following the
methods outlined in the textbooks and teacher guides would be a good idea.

Another questionin the teacher questionnaire: In Std 5 and 6 children are taught how to use operations and
brackets¢ BODMAS (BQIAS requires computation of multiple mathematical operations such as division,
multiplication, addition and subtraction, which are given in brackets,). Teachers were shown a problem and tt

22 For about 20% of teachers, even a basic competency like this one may be a problem. Such exercisesccampreservice or in
service training. During training such teachers need to be identified and given extra attéoitmm.up reinforcement and revision is
needed. Supervisors or others may want to visit such teachers and help them in the classroom
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answers that four different children had come up with. They neéddd & O2 NNBE Ol ¢ OKAf RNBYy !
had got the correct answer.

[A1S Ay (KS LINB@A2dza GF&14&% | LIWINBEAYL (S freéct Heretoo 2 F
special attention is needed as well asgming training is essentiédr the 20 % whose basic mathematical
knowledge is weak.

Understandig what children know fromanalya’3 G KSANJ aYAadl {Sa¢é

Thistask explord teachergability to learn fromO K A fsRiNtBkgsQ al YLX S 2F | OKAf RQa
3. Thisis®@SNE O02YY2y YAaildl1S® / KAf RNBY quietkyow WHatRo da whérd f S
there is a carryover. Here, the child has attempted to add 8RoA23 A iy dzY 6 SINBS NEEAG KT a0 |
were given. Based on the given example of a@kild 62 NJ = (S OKSNAR 6SNB | a1 SR
thought were true. 4 out of 7 statements were true about the competencies of the child (what s/he can or
cannot do). The teacher had to circle the options that were true. Grading was done lmasih®f the options
circled (Could the teachers identify the four statements that were true?).

CA3IdzNB oY ¢KAAa Gl al SELX 2NBa G_KS FoAfAGe 2F (S OK
TT T LR BH (50 T NG @1 WA = T B

T JoE B oEHY A9 g ©f draal ® 4] W 901 5 9od B |

T T itnfro dramne WY ATt @ ww A e fear mam &

o foe ot & e & 99 W OB EY

T ET faE T A A 1. T A H HE A e % T W S S e F
2 T = I W W Wl AT o weI ¥
k 3 3 =T T W AR A, T F B die W T w
4. TH T T WA WEE AT F A9 SES F A9 T
4+ cg __:I' 5 TH T T AEN TE F REedl TR # e §
i g T = -0 F = A 1 A A T
% fél 7. TH F W W00 F UrE w1 HEdA A A

——

Translated into English, the seven statements would read as follows
Ths child

. Needs to learn place value with numerals

. Needs to learn addition with carryover

. Does not need to learn simple addition without carryover

. Needs to learn simple addition without carryover

. Needs to get a conceptual understandihthe number line

. Knows how to add numbers between 1 and 10

. Knows how to add numbers between 10 and 100

N O ok WODN P

Four of the seven statements are true. These were 1, 2, 3 and 6.
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What proportion of teachers could identify the true statements about the thR Q & Tal#e23RJhdws how
teachers dealt with this question. Less than 3% were able to identify alffelstatements and at least half the
teachers identified at least one true statement.

Table 33. Identifying correct statements based on chilsingark

% of Teachers wh Number of statements identified correctly by teachers
correctly identify None loutof4 | 2outof4| 3outofd| 4 outof4 No Total
the true response
statements 20.4 47.1 10.7 6.7 2.3 12.6 100
Concrete examples such as therdalf S 2F | OKAfRQa 62N & akKz2g¢y |

trainings in India. And yet these are the realitieieathingand need to be dealt with practically. Looking at the
distribution of scores for this item, it is possible that therirgtons were misinterpreted; respondents may have
thought that only one option needs to be circled. Still, it wouldidefulto use these kinds of tasks in future
efforts or even at the beginning of training sessions in primary grade nia#agploringvhat teachers think and
what they can do.

One of the key elements of teaching is to look closely at the work that children are doing. Their mistakes provi
important clues for what needs to be taught or reinforced. The ability to learn@éni f R OtiSiy/ e@sentiad

for good teachingAn effectiveteacher will ensure that most of the children in his or her charge have understood
the concepts or skills that are being taught before moving ahead. If teachers are unable to identify the gaps
theirchildNBy Qa f SFENYyAy3a 2N F20dza 2y 6KI i GéchchiBrétiSwl get NB
Gf STU 0 SKAY Rdheal t pr@giessiBeNdardérahepts or skills. Chrefakingl & OKA f RNB Y
may be one way in which childrén y 6 S LINB@GSYyiSR FNRY 3ISGaGAy3 af ST
the kinds of skills that are needed if we are to depend on teachers to do CCE (continuous comprehensi
evaluation) and if CCE is to be the main mechanism for connecting@asessinstruction.

Explaining processes and solving problems

Effective teaching has madjmensions. One such key skill istikmche & | t@exglah @ process clearly and
correctly. The best way to judge how a teacher is able to explairactually be in her classroom and observe
her over a period of time, teaching a particular concept or topic. But this would need very skilled observers ar
AN RSNE YR YdzOK Y2NB GAYS® C2NJ GKAA & dzRerphinlSc ¢ |
mathematical processesspecially with respect to thosthat are commonly used in elementary school
classrooms. We wanted to do this on scale (about 2200 teachers) and so we resorted {oapguezxercise
where the teachers wrote explanati® stepby-step. We used a variety of topics and types of formats for
guestions in order to do this. Topics included

1 Use of operations and brackef8 ODMAS (numerical computation)
1 Percentage problems (word problem)

1 Area problem (word problem)
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In somecases, examples were given and in other cases they were not. But in all cases, there were cle
instructions aboutlearlywriting the process stepy-step andin the right sequencé/Vhat to write was also
specified. Examples were gierlay out expecti#gons and clear instructions were giviewe wanted teachers to

write formulas, units, statements and mathematical operations.

Ability to do and explain numerical mathematical operations: BODMAS

This task has two part$he frst part assesses the atyil of the teacher to carry out the basic mathematical
operations (BODMAS30% of teachers got the mect answer The second part requires them to lay out the
steps clearly (see Figure 4.1). It is expected that students in gre@lesllbbe able to sobvthese types of
problems

Figure 4.1: Do teachers know BODMA&Smple incorrect response

1 = i
[ W T I

mmsma o] it i il b (-,

Th L i) # W g After reading the

+)afte wherw # qim [BODMAS) fiseny o ) v v o iy o & il e s

§7 T SITFOR 150 e o o P Pl F et @ e ok A T 3 problem teachers were
e & s o By R o vy o e vl A o s . «il supposed to :

w8 P s A3 X 10+ [:_EFD"- PP

BraKT0e(2-1jm Lo 1 Identify the correct

answer out of the 4
options

1 Solve the problem
correctly with all steps
involved

R+30~|
ZR

A, U oen o T
B. g o m gen 120

G, &t ornw e 32

{O0O0

0. i vy wern 38

¢SIFOKSNEQ 92N =X Ay (GSN¥ya 2F OfSINIe& gNAGAYy3I R24Y
Did the teacher (a) solve the BODMAS lambcorectly? {.e. was the final answer correct) and (b) show all
necessary steps in sequence with correct mathematical operation? (4 steps needed to be shown).

Figure 4.2: Do teachers know BODMASMple correct response
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The content area (BODMAS)exs®d in this task is part of the upper primary curriculum. Most teachers were
able to provide the correct answer and were able to show the necessary mathematical shepgetat the
correct answer (Table 34). During teacher training, it is importaidetdify and help thoseho cannot do such
operations.

Table 34. Stepy-step process of numerical computation (BODMAS)

%Teachers | Solved correctly
. . Solved
(Final answer is| . No response Total
incorrectly
correct)

74.7 7.4 17.9 100
Of those who got the @wer correct, % teachers All 4 steps correct| At least 3 steps correct

who showed steps 78.8 86.5

Ability to solve word problems and show the process of solvirgysségp: Perimeter

The problem solving template was divided into 3 sections (see FHjuome section to write théormulas;
another section to write the final correct answer and a final section to write the mathematical processes ant
explanations. The teachers had to write the formulas that were used to solve the problem and solvbléme pro
and lay out each of the steps in sequence (the steps had to include descriptive statements and mathematic
operations).

¢SIFOKSNEQ 62NJ 61 & 3N RStRe tehgfier sk the corieét fornald fgr Perimdted (b)
was the teacher abléo solve the problem correctly (i.e. was the final answer and the unit of measurement
correct?) (c) Could the teacher solve and explain the 2 parts of the problem correctly i.e. finding the perimeter ¢
the field and the cost for fencing it.
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The first ndiceable pattern is that almost a fourth of all teachers did not respond to this question (Table 35).
While it is not easy to interpret the meaning of this missing data, it is likely that respondents found the questio
difficult. For each of the distincasks that were laid out, only about a third of all teachers are able to do it
correctly and completely. It isomrying that the final answer wawot correct for such a largeroportion of
teachers. The grcentageof respondents,who got the correct and coptete answer and showed all steps
systematicallyis quite low at 12%.

The content area (mensuration) assessed in this task is part of the upper primary curriculum and is an importa
competencyWhat cbes the data idicate?Table 35hows thatmany teackrs may lack sufficient knowledge

upper primary math concept3.he findings certainly support the hypothesis thauhstantialproportion of
teachers need to be orienteon how to show steps in solving problems so that children can understand and
learn

Figure 5: Can teachers show how to do calculations for perimeter?
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Teachers had to write
the correct answer
with the units of
measurement

Teachers had to calculate
the perimeter of a field
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And the cost of fencing the
field .

expected to do
such problem by
Std 5

A correct reponse
in shown

Table 35. Solving perimeter problem stgpstep
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% Teachers who can solve the perimeter problem and show steps correctly and in sequ
Incorrect @
% Teachers who got: Correct | . No responsg Total %
incomplete
Number in the final answer 38.6 36.5 24.8 100
Unit in the final answer 37.1 34.4 28.6 100
Final answer (correct number and corre
. ( 335 41.9 28.6 100
unit)
All steps written correctly and final
PS Wi yandt 12.3 76.3 11.4 100
answer correct

Ability to solve word problems and show the process of solvingysségp: Percentages

By the time, students reach S&land 6, it is expected that they will be able to solve word problems that require
percentage calculations and use of thgitary method. Percentages are also rnegdn everyday calculations;
such computations are usedutinely in daily life Therefore, teachers should be able to do them and show
students how such problems are solved.

The actual questioincluded inthe$+ OKSNJ ljdzSadA2yy Il ANS Aa GKS F2tf2g,;
¢t2RIF& oc aiddzRSyida I NB LINEBaSy i (®eFigurelBy. SuchNAcSlgfions sh&ild 2 F
be a part of the daily life of the school.

The problem can beobkred in two steps. First, calculate the number of children absent and then work out the
percentage of children who are absent. The teachers were expected to write the appropriate statements and ¢
the mathematical calculations arriving at the correct answhis procedure is laid out in detail in the textbooks.

Teachers work was graded in the following way. (a) Did the teacher get the correct answer to each part? (b) L
the teacher write all descriptive statements? (c) Did the teacher show all matbahecaimputations correctly?

Let us see how the teachers fared with the percentages (see Table 36). While about two thitdaafeah got

the correct final answer, most teachers did not write down all steps in a systematic way. Again this gsifycan ea
be addressed in teacher training as well as throughitensupport to teachers.

Table 36. Solving percentage problem digystep

% Teachers who can solve the percentage problem and show steps correctly and in sequ
% Teachers Correct | Incorrect | No response| Total
Final answer 64.1 16.1 19.8 100
Final answer & steps/computations (in both 37.1 28.9 33.8 100
parts) written down
Final answer and all steps (including 15.1 51.1 33.5 100
mathematical statements and computations)

23|n sample 2 of the teacher questionnaire, the same problem has different nug®®students are enrolled and 51 are present. So
what percentage is absent?
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Figure 6: Can teachers show how a percentage problem is to be-8angie of teacher responses
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However, those who could not solve the problem (regardless of whether they could write dostapther not)
are a source of conceriihe fact that ae out of every three teacheisunable tosolvesuch a problempoints to
a serioussituation. How to identify such teachers as early as possible and how to give them extra attention i

In this example the teacher has
worked out the final answer

correctly but has not shown the
statements or the steps clearly.

In this example, the teacher has
worked out the final answer but
the steps are not clear.

somethingthat needs to be thought about seriously at the state and district levels.

Developing questions for children based on context

The National Curriculum Framework as well as the Bihar Curriculum Framework suggests that everyday life
children should be conméed to what goes on in the classroom. One of the ways in which this can be done is by
teachers creating contextually relevant problems for children to tackle. Further,
continuous evaluation) is to be taken as a guiding principle&ohinglearning and for classroom transactions,

then a teacher should be able to tailor what s/he does in her classroom based on what the children are able to

and develop assessment tasks accordingly.

Creativity, flexibility and the ability of crewj contextually relevant tasks is assessed here in the following way.
Teachers were asked to develop questions/problems for children based on a set of instructiaotualtiask is

shown in Figure 7.
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Figure 7: Sample of developing questions for childeesed on context

n fomforem wemal @ gwam a9 430, 56, 60
Refofi afifae afbast @ guam & T8 37 9o

Use the following nunbers: 430 56, 60 and addition and subtraction as
yifesd wae: |operation to create a problem.

The teacher had to develop a math word problem using three numbers and two mathematical operations
Further, the teachers could not use any other numbers or mathematical operati@rshan the ones given to
them. In addition to tts, the context of the question and the vocabulary should be familiar so that students can
comprehend them.
¢SIFOKSNEQ ¢2N)] 6+Fa 3INIRSR Ay (GKS F2tft2gAy3 gl ey
1 Mathematical appropriateness: Did the teachers use only the given numbers and the mentionec
mathemmatical operations (addition and subtraction)?

1 Logical & Practical: Was the scenario for the word problem realistic and logical?

{2YS SEIFYLX Sa 2F (SIOKSNARQ 62N)] FNB aKz2éy Ay CAIdz
Figure 8L: Can teacher develop questier&ample respormswith incorrect answer
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Figure 8.3:Can teacher develop questioi&ample response with incorrect answer
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appropriate scenatrio, is
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}_T 7 than the ones that were

%QTW ) ( given.

Teachers seem to have difficulty in generatimgjr own word problems. A substantial number of teachers did
not attempt this question.Although sme teachers were able to develop word problems that were
mathematically appropriate, logical and practicany struggled to do this task.

Interpreting dcita

Data representation and interpretation of data from tables and other visual material is becoming increasingl
important in math classroomespecially in middle school. It is common to see such content in textbooks and in
assessments. One such tas&swgiven to teachers in the teacher assessment. A wiltheinformation about
population in four villages is presented (Figure 9). The data includes figures on total male, female and ch
population.

The problem has 5 stduestions to be answered. Indar to answer the guestions, the datathe tablehad to
be understood, interpreted and applied. Teachers work was graded in the following way: did the teacher get tr
correct answer to each stfuestion?

Nearly half the number of teachers were ablatswer all siguestions correctly (see Table 3&Xhother 25%
couldanswer 4 out of 5 sufjuestions correctly. This implies that for the remaind25% of teachersactivities
related to data interpretation and application was a problem. Increasingiy2iR werl@ Being able to make
sense of information is becoming important. Within the domain of data handling, understanding of data given i
a table is basic skill. Not only are children supposed to be able to use data in middle school but teathers nee
be adept at data handling in their regular work.
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Figure 9: Data table and interpretation task
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Table 37. Data interpretation task

% Teacher getting right answers in data interpretation task

Number of correct answers % Teachers getting ceat answers

O outof 5 0.7
1 outof5 2.9
2outof 5 6.3
3outof5 12

4 out of 5 24.8
5outof 5 48.5

No response 4.9
Total 100%
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Concluling thoughts for math teaching

Looking at the findings of the math section in the context of the assesérasr@work, here are some things to
consider in training teachers or in providingsite support to teachers.

''YRSNEGEF YRAY3I Q@QRAEIRNBSY @K SWHa O yS&YLIR2 i 6KSYy OKAf RNE
problem, 2digit addition problem but much fewer teachersiza S OKAf RNBy Qa ¢2NJ | &
teaching or using a different pedagogical approach. In any future orientation of teachers, it is essential that the
FNB dFdzaAKG K2g G2 LI & I Ga4SykiThig pfactizecould pridvertt Shildiedy getiny 2
Gt STl o0SKAYRé FyR 3AA0S GSI OKSNA O2yiGAydz2dza Of dzSa
how they are teaching.

Explaining procedurea:larger proportion of teachers can solve problé¢oositent knowledge) buif fewer can

lay out the steps clearly to explain the process of how to reach the right answer. Such processes are clearly |
out in the textbook and can be followed by teachers. Being able to explain atedsiystematicallysia vital part

of goodteaching. While it is obviously important that teachers should have subject matter knowledge and skill
these skills cannot help children learn unless teachers are able to explain well.

Generating problem&his seems to be the hdast to do. Yet, looking at principles laid out in NCF, BCF and also
requirements of CCEié essentialo developthis kind of skilhmong teachers.

Section 3: Teacher questionnaire/teacher assessment: Language

Conceptually, the framework for assessnfor understanding how teachers teach language (Hindi) is designed
to be similar to that used for math. Here too there are three broad domaidgy RSNE (| Yy RA y 3
G2N] k€ O2NNBOGAYTE OKAf RNByQa o N GG S stionsf@ dhlldeen Keépingt | A
in mind contextual conditions (Table 38%kin math, tasks are designed such tttey closely mirror common
types of teaching activities that are often seen or should be seen in elementary school classrooms.

Table 38. Framewhk for assessment of teaching of language (Hindi)

Domains Description of items/tasks
1 Understanding and Can teachers identifgnd correct common mistakes made
G O2 NNB OG A y 3¢ by children?
work
2 Explaining, summarizing | Can teaches read, comprehend and write using appropria
vocabulary and language (which can be easily understo
by children}
3 Developing questions Given text, can teachercreate questionthat can be
keeping in mind meaningfully understood by athien?
contextual conditions

UnderstandingaR ¢ O2 NNBE Ol Ay 3¢ OKAf RNBYQa 42 NJ
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In languageg S KI @S dza SR GKNBS OFdS3I2NASa 2F dlFaita F2N
include grammar and sentence construction, punctuation and reading comprehension. Tresdatieely easy
to do in a questionnaire format where teachers did the tasks in gopaper selreported form.

'YRSNEGFYRAY3I YR GO2NNBOGAYIE OKAfRNBYQa 62N
Conventions of using language include domains suchaasngr and sentence construction. One aspect of

teaching language is to ensure that children develop strong language usage skills. One of the first tasks in
j dzSadA2yylFANBE GKFG GSI OKSNA enkds Rat chidrerRrritbeh @&iguie 20) & O 2 N.

This assessment task had 3-guigstions. In each stiuestion, a sentence written by a child was giteethe
teacher. The sentences hdifferent types of mistakes. These mistakes included those with errageiling,
gender, singulaplural or tense. The teacher had to (a) circle the mistakes made by the child in the given
sentence, (b) identify the types of mistakes made by the child, and (c) rewrite the sentence correctly.

Teachers work was graded in the following way: (a) Ditbttadner attempt the task?(b) Did the teacher identify
all the mistakes in the sentence? (c) Did the teacher correctly identify the type of mistake? (d) Did the teach:

rewrite the sentence correctly?

Figure 10: Do teachers know grammar?
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