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EXECUTIVE SUMMARY 
 

This study of teachers and teaching in Bihar explores a set of interrelated factors that influence how teachers 

teach. It was designed as a series of data collection exercises that were conducted between July 2013 and 

December 2014. 400 schools and over 2000 teachers were tracked during three visits to each school. The study 

uses a variety of methods including teacher surveys, classroom and school observations and an assessment of 

ǘŜŀŎƘŜǊǎΩ ǎǳōƧŜŎǘ ƳŀǘǘŜǊ ƪƴƻǿƭŜŘƎŜΣ ŀōƛƭƛǘȅ ǘƻ ŎƻƳƳǳƴƛŎŀǘŜ ŀǎ ǿŜƭƭ ŀǎ ǘƘŜƛǊ ŀōƛƭƛǘȅ ǘƻ ƭŜŀǊƴ ŦǊƻƳ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪΦ 

Observations of a randomly selected group of schools, teachers and students from four districts in Bihar, enabled 

analyses that link teacher attributes, teaching practices, school and classroom organization ŀǎ ǿŜƭƭ ŀǎ ǘŜŀŎƘŜǊǎΩ 

capability to teach to build a composite picture of teachers and teaching in Bihar today.  

 

The findings generated by the study provide significant inputs and suggestions for designing future teacher 

training and teacher professional 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 million1 credit to the state government in Bihar for enhancing the effectiveness of elementary 

school teachers in Bihar by making them more qualified, accountable and responsive. 

 

Summary of research findings 

 

What are teachers like?  

Even a quick glance at the background information of teachers in Bihar underscores the urgent need for major 

investment in teacher quality in the state. More than 2000 teachers in 400 randomly sampled schools in 4 

districts participated in the study. Of these, only a quarter was regular teachers. Close to 60% of the teachers in 

the study were less than 30 years old and more than 75% of the teachers surveyed had been teaching for 10 

years or less. About half the teachers who participated in the study did not have any professional qualifications 

for teaching. Almost 2/3rd of the teachers surveyed had not attended even on in-service 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 statements. 

They were asked to mark their response on a scale that went from strongly agree to strongly disagree. These 

statements covered a variety of topics ranging from pedagogical practices to their opinions about parents and 

children. For example, фс҈ ǘŜŀŎƘŜǊǎ ŀƎǊŜŜŘ ǿƛǘƘ ǘƘŜ ǎǘŀǘŜƳŜƴǘ άL ŀƭǿŀȅǎ ƳŀƪŜ ŀ ƭŜǎǎƻƴ Ǉƭŀƴ before teaching a 

class.έ 82% teachers said that they made a lesson plan quite often (Table 21). Similarly, 88% teachers agreed with 

the statement that they made their students work in groups in class. And 81% said that they do that quite often. 

About 85% teachers agreed with the statement that they knew the names of all their students. 

 

5ƻ ǘŜŀŎƘŜǊǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ŀƭƛƎƴ ǿƛǘƘ ǘƘŜ ǊŜŀƭƛǘȅ ƻŦ ǘƘŜƛǊ ǘŜŀŎƘƛƴƎ ŎƻƴǘŜȄǘΚ  {ƻƳŜ ƻŦ ǘƘŜ ǊŜǎǇƻƴǎŜǎ ŀǊŜ ǿƻǊǘƘ 

ƘƛƎƘƭƛƎƘǘƛƴƎ ƘŜǊŜΦ CƻǊ ƛƴǎǘŀƴŎŜΣ ус҈ ƻŦ ǘŜŀŎƘŜǊǎ ŀƎǊŜŜŘ ǘƘŀǘ άƳƻǎǘ ŎƘƛƭŘǊŜƴ ƛƴ {ǘŘΦ п ƛƴ Ƴȅ ǎŎƘƻƻƭ can do 

                                                           
1 http://www.worldbank.org/en/news/press-release/2015/05/20/world-bank-approves-250-million-program-to-improve-
the-quality-of-elementary-teachers-in-bihar-india 
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ǎǳōǘǊŀŎǘƛƻƴέ ŀƴŘ άŀƭƭ ŎƘƛƭŘǊŜƴ ƛƴ {ǘŘΦ п ƛƴ ǘƘƛǎ ǎŎƘƻƻƭ Ŏŀƴ ǊŜŀŘ ŦƭǳŜƴǘƭȅΦέ bƻƴŜ ƻŦ ǘƘŜ ǎǘǳŘŜƴǘ Řŀǘŀ ŎƻǊǊƻōƻǊŀǘŜǎ 

this belief. A majority of teachers believed that the textbooks was not too difficult for children and also that their 

main objective as a teacher is to finish the syllabus. More than half of all teachers agreed that if children do not 

learn well, it is the responsibility of the parents. Almost all teachers stated that the school does everything to help 

a child to learn well and half of all 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 

teachers they see the realities underlying teaching-learning 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 study focuses on life in two grades - Std. 4 and Std. 6 in two types of government 

schools ς those with only primary grades (Std. 1 to 5) and those with primary and upper primary classes (Std. 1 to 

Std. 8)  

¶ High incidence of multi-grade classrooms: With large number of teachers entering the education system 

in the last ten years and with expansion in infrastructure, the common perception is that the incidence of 

multi-grade groupings has reduced considerably. Repeated classroom observations during the course of 

this study noted that multi-grade groupings are more common in primary grades (such 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% or 

so Std 4 classes sat by themselves. But the comparison of Std. 4 classes in the two types of schools that 

only 14% of Std 4 classes in primary schools sat by themselves as compared to 44% mono-grade Std. 4 

classes located in the upper primary schools.   

 

Despite improvements over time in the 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 

classroom. If this continues to be the reality of schools in Bihar, then the government needs to ensure 

that elementary school teachers are adequately equipped to deal with multi-grade contexts and well 

supported through on-site visits and monitoring.  The study suggests that more effective ways of 

organizing classes need to be systematically explored. Given that schools still do not have adequate 

numbers of teachers, how classes are to be grouped for teaching, and how to sustain appropriate 

groupings over time are issues that need attention.  

 

¶ Traditional teaching and classroom activities: hǾŜǊŀƭƭΣ ǘƘŜ Řŀǘŀ ǎƘƻǿ ǘƘŀǘ ǘŜŀŎƘƛƴƎ ƛƴ .ƛƘŀǊΩǎ ŜƭŜƳŜƴǘŀǊȅ 

schools is carried out in a traditional way. Students sit in rows, and work individually. There is hardly any 

group work. The observations of classroom interactions in both grades ς Std. 4 and Std. 6 indicate that 

the teaching was almost entirely driven by textbook content. Most teachers were observed to be reading 

from the textbook (89%) and asking oral questions to students from the textbook (67%), or asking 

students to recite (49%). 57% teachers were observed writing on the blackboard ς usually content from 

the textbook and in 44% of the classes students were asked to write (in their notebooks or slates). Hardly 

any material other than textbooks was used ς either by teachers or students. 
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¶ Gap between talk and action: There seem to be substantial differences between what was self-reported 

by teachers and what they were observed to be doing in a classroom: 78.6% teachers reported that they 

often use teaching-learning materials other than textbooks during a class. However, classroom 

observations do not suggest that this is the case. In less than 17% of classrooms was any material other 

than textbooks visible. At least half the teachers said that they use activities other than what is suggested 

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 in 

the classroom observation time.  

 

The gap between talk and action suggests that teachers know what should be done but are unable to get 

it done. Teachers seem to know what elements of good teaching are (like group work or assigning tasks 

to students to do on their own, contextualizing tasks, using a variety 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 (in-service or pre-service) a great deal of attention has to be paid to demonstrate and help 

teachers ǘƻ ǘǊŀƴǎƭŀǘŜ ǘƘŜƻǊŜǘƛŎŀƭ ŎƻƴŎŜǇǘǎ ƛƴǘƻ ǇǊŀŎǘƛŎŜΦ YƴƻǿƛƴƎ ŀōƻǳǘ άŎƘƛƭŘ-ŎŜƴǘŜǊŜŘέ ǇŜŘŀƎƻƎȅ ƛǎ ƴƻǘ 

helpful unless the teachers are actually able to do it.2 

 

What do teachers know?  
All teachers in the elementary schools sampled for the study were asked to participate in a pen-paper 

assessment. The framework used in the assessment of teacher capability for teaching was based broadly on three 

kinds of skills that are commonly used in teaching. This includes the ability of teachers to: 

¶ understand children by looƪƛƴƎ ŀǘ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪ (in arithmetic and in language ς Hindi) 

¶ explain content and processes (example: texts and vocabulary in language, operations/processes and 

problems in math)  

¶ Create questions/examples that are context specific and related to the everyday life of children. 

 

Most of the tasks that the teachers were asked to do in the questionnaire/assessment were common activities 

that we expect to see in a typical Indian elementary school classroom. The evidence from the study suggests the 

following points may be useful to keep in mind while designing pre-service and in-service training modules for 

teachers.3 

 

¶ Subject matter basic knowledge needs strengthening for some: As part of the assessment teachers were given 

very basic kinds of tasks (for example, in Math, they were asked to solve a long division problem, show 

correct use of brackets and operations, compute percentages or calculate area). All of these are math 

                                                           
2{ǳŎƘ ŘƛǎŎǊŜǇŀƴŎƛŜǎ ƘŀǾŜ ōŜŜƴ ƻōǎŜǊǾŜŘ ƛƴ ǇǊŜǾƛƻǳǎ ǎǘǳŘƛŜǎ ŀǎ ǿŜƭƭΦ {ŜŜ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ƻōǎŜǊǾŀǘƛƻƴ ŎƘŀǇǘŜǊ ƛƴ ǘƘŜ άLƴǎƛŘŜ tǊƛƳŀǊȅ {ŎƘƻƻƭǎέ 
study.  
3 In collaboration with Bihar government and UNICEF, ASER Centre/Pratham conducted a state level student achievement study in every 
district in Bihar in May 2014. Many of the areas in which student performance was poor are the same as those in which the teachers are 
found to be weak in this study. Hence the suggestions being made in this document also draw from learnings from other studies like the 
one mentioned here.   
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problems from primary grades. Depending on the question, anywhere between three quarters to two thirds 

of the teachers could do the question correctly. Similarly in language. The others who are weak in basic skills 

or in basic concepts need to be identified early in their career (either at the pre-service stage or soon after) 

and given the help and support that is needed. It is wrong to assume that all teachers have basic language or 

math skills. In the recruitment process, the testing can be focused on ensuring that the incoming or selected 

teachers are beyond this basic level.    

 

¶ Weak in translating content and processes into practice: ! ƪŜȅ ǇŀǊǘ ƻŦ ŀƴȅ ǘŜŀŎƘŜǊΩǎ ǿƻǊƪ ƛǎ ǘƻ ōŜ ŀōƭŜ ǘƻ ƘŜƭǇ 

children access content or enable students to build skills in a manner that children are able to comprehend 

ŀƴŘ ŜƴƎŀƎŜΦ YƴƻǿƛƴƎ Ƙƻǿ ǘƻ ǘǊŀƴǎƭŀǘŜ άǘŜŀŎƘƛƴƎέ ƛƴǘƻ άƭŜŀǊƴƛƴƎέ ŦƻǊ ŀƭƭ ŎƘƛƭŘǊŜƴ ƛǎ ŜǎǎŜƴǘƛŀƭΦ Here is an 

example while 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 10.5% of the teachers got all 

the steps right. Similarly there is a huge gap in the case of solving a percentage problem and explaining the 

correct steps to solve the problem. For example, in the case of having to solve a percentage problem, 64.1% 

teachers could answer the question correctly but only 15.1% could get the right answer and also show the 

correct and complete steps to reach the answer.  

The ability to explain, in ways that are accessible to children, is a critical component of effective teaching. 

Even in a typical traditional Indian elementary school classroom we expect that the teacher will be able to 

comprehensively and correctly explain the concept that is being taught, and lay out step by step the 

processes or the operations that the child has to learn. Most textbooks contain examples of such 

explanations. However, data from this study suggests that a large number of teachers need help in providing 

complete, correct and comprehensive explanations to children. Therefore, in training it may be worth 

reinforcing exactly how basic operations are to be taught and if possible practice these explanations in the 

presence of faculty or master trainers.  

 

¶ bŜŜŘ ǘƻ ƭŜŀǊƴ ŀōƻǳǘ ŎƘƛƭŘǊŜƴ ŦǊƻƳ άŎƻǊǊŜŎǘƛƴƎέ ǘƘŜƛǊ ǿƻǊƪΥ A close look at the work done by children helps in 

understanding not only whether a concept or a skill needs to be revised or strengthened or even taught again 

to the group but also points to which children need additional help and on what. Common mistakes highlight 

common problems and individual mistakes point to specific help needed by specific children. Examples of 

ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪΣ ŜǎǇŜŎƛŀƭƭȅ ŎƻƳƛƴƎ ŦǊƻƳ ŎƘƛƭŘǊŜƴ ǿƘƻ ƘŀǾŜ ōŜŜƴ ŀōƭŜ ǘƻ ƳƻǾŜ ōŜȅƻƴŘ ǘƘŜ ōƻǳƴŘŀǊƛŜǎ ƻŦ 

what was expected of them, can also help the teacher to move the teaching in the class in different 

directions.  

¢ȅǇƛŎŀƭƭȅ ǘŜŀŎƘŜǊǎ ǎǇŜƴŘ ŀ ŎƻƴǎƛŘŜǊŀōƭŜ ǇŀǊǘ ƻŦ ǘƘŜƛǊ ǘƛƳŜ ƛƴ άŎƻǊǊŜŎǘƛƴƎέ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪΦ ¸Ŝǘ ǉǳŜǎǘƛƻƴǎ in this 

study ǘƘŀǘ ŀǎƪŜŘ ǘŜŀŎƘŜǊǎ ǘƻ ǘƘƛƴƪ ŀōƻǳǘ ǿƘŀǘ ǘƘŜȅ ƭŜŀǊƴŜŘ ŦǊƻƳ ƭƻƻƪƛƴƎ ŀǘ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪ ǿŜǊŜ ƴƻǘ Ŝŀǎȅ ŦƻǊ 

them to answer. CƻǊ ŜȄŀƳǇƭŜΣ ǘŜŀŎƘŜǊǎ ǿŜǊŜ ǎƘƻǿƴ ŜȄŀƳǇƭŜǎ ƻŦ ǎǘǳŘŜƴǘǎΩ ǿǊƛǘǘŜƴ ǿƻǊƪ ŀƴŘ ŀǎƪŜŘ ǘƻ ƛŘŜƴǘƛŦȅ 

mistakes in spelling and grammar. In the particular case, there were three mistakes, close to half the teachers 

could only identify one mistake and another third could not identify any mistakes. This and other evidence 

suggests that it would be pertinent to collect and ǳǎŜ ǎŀƳǇƭŜǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪ όōƻǘƘ ŦǊƻƳ ŀŎŀŘŜƳƛŎŀƭƭȅ 

good students as well as from academically weaker students) as part of modules in teacher training. This can 

be done in each subject and as part of the teaching of any concept during the training of teachers. Such 

ǎŀƳǇƭŜǎ ŎƻǳƭŘ ōŜ ǇǳǊǇƻǎƛǾŜƭȅ ŎƘƻǎŜƴ ǘƻ ǇǊŜǇŀǊŜ ǘŜŀŎƘŜǊǎ ǘƻ ƭŜŀǊƴ ŦǊƻƳ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪΦ  
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Overall, the findings from the study strongly suggest that teacher-training modules should integrate 

ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪ ǿƛǘƘ ǘƘŜ ŎƻǊŜ ŎƻƴǘŜƴǘ ƛƴ ŀ systematic way. This will strengthen teacher preparation and 

professional development and prepare teachers for the actual ground-level realities they face or will face in 

the classroom.  

 

¶ /ƻƴǘŜȄǘǳŀƭƛȊƛƴƎ ǘŜŀŎƘƛƴƎ ǘƻ ŎƻƴƴŜŎǘ ǘƻ ŎƘƛƭŘǊŜƴΩǎ ŜǾŜǊȅŘŀȅ ƭƛǾŜǎ ŀƴŘ ƪƴƻǿƭŜŘƎŜ: The National Curriculum 

Framework, 2005 stresses ǘƘŜ ƴŜŜŘ ǘƻ ōŜ ŀōƭŜ ǘƻ ŎƻƴƴŜŎǘ ǿƘŀǘ ƛǎ ƘŀǇǇŜƴƛƴƎ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ǘƻ ŎƘƛƭŘǊŜƴΩǎ 

life outside the classroom. ¢ŜŀŎƘŜǊǎΩ ability to do this is a key component of good teaching. In the study, the 

teacher assessment had a few tasks that required teachers to either devise word problems in math or create 

different types of questions in language using local information. The ability to formulate both questions from 

numbers and language is a particular problem for the teachers. Over 1/3rd of them correctly formulated a fact 

retrieval question from a simple given situation, and just about 1/3rd of them could create an inference based 

question. Many teachers did not perform well in these tasks. Therefore, any teacher-training module should 

incorporate practice of how this contextualization of teaching is to be done, especially if it is to be done 

meaningfully to connect with children, their lives and their prior knowledge.  

 

¶ Teacher scores and teacher characteristics: It is often thought that teachers with higher qualifications will be 

able to teach better. In fact the Right to Education Act lays down norms for educational standards that 

teachers must meet. In terms of average scores (based on basic subject matter knowledge) in Hindi and 

arithmetic, teachers with higher educational qualifications score slightly higher. However it is also the case 

that across the distribution of teacher qualifications scores needs to be higher. The relationship between 

years of teaching or professional qualifications and teacher scores is much more mixed. If the composition of 

the composite teacher score moves beyond subject matter knowledge 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 investments are made in teacher training and professional 

development, it is hoped that classroom interactions and practices may change especially if training is targeted at 

changing some of the traditional teaching behavior ǘƘŀǘ ƛǎ ŎƻƳƳƻƴƭȅ ǎŜŜƴ ƛƴ .ƛƘŀǊΩǎ ǎŎƘƻƻƭǎΦ ¢ƘŜ Ǉƻƛƴǘǎ ǊŀƛǎŜŘ ƛƴ 

the previous section have a variety of implications for teacher preparation. If we want classroom practices to 

become more interactive, less teacher or textbook driven and more oriented towards group work, then pre-

service and in-service teacher training must incorporate training on these elements in the new modules that are 

being developed. Discussions around videotaped classroom sessions could also be a way in which classroom 

practices are brought into teacher training sessions, both in general as well with respect to specific subjects. 

 

The current study looked at a variety of dimensions of teachers and teaching to provide a comprehensive view of 

ŀ άōŀǎŜƭƛƴŜέ ǎǘŀƎŜ ƛƴ .ƛƘŀǊΦ Periodic follow up studies can be done to provide a feedback loop into the content 

and delivery of the ongoing teacher training programs. It is important that such feedback loops are built into 

training programs so that the process evolves in sync with the needs of the teachers. The current classroom 

observation format was designed to generate such information and the observation formats can be used as 

template that could be further enhanced for more sophisticated use, based on the level of training of the 

observers.  
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INTRODUCTION 
 

Bihar is in the process of implementing a series of far reaching changes to its elementary education system, 

aiming to address both access and quality issues in schooling. An area of particular focus is the strengthening of 

teacher capability. A comprehensive initiative has been planned by the government with its partners. This effort 

has a number of components that include bringing teacher training institutions to fully functioning status, 

improved pre-service and in-service teacher training programs as well as opportunities for on-going professional 

development. These and other changes to policy and practice are intended 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 of 

teachers in the system, it is important to develop methods and measures to provide timely information about 

whether intended objectives are being achieved. The development of contextually relevant and useful indicators 

of teacher performance early in this process of reform was taken up so that there would be useful information 

for planners and policy makers about the areas in which progress is satisfactory and those which need additional 

attention. As the state moves forward of its mission to improve teacher capability, regular assessment of teacher 

performance against predefined benchmarks could also provide important feedback for improving design, 

content and implementation of teacher training programs.  

 

The current baseline study of teachers and teaching in Bihar was conceptualized and executed with this broad 

landscape and these challenges in mind. The baseline project used a survey-based approach. It had a three phase 

data collection effort stretching from the beginning of the 2013-14 school years (July 2013) till the middle of the 

2014-15 school years (December 2014). 400 schools and over 2000 teachers were tracked during this period with 

three visits to the schools in the study. The four districts ς the field sites which were the focus of the study - were 

chosen by Bihar government. Each district is from a different part of Bihar; the aim was to ensure that the study 

locations varied in terms of geography, size and terrain. The design of the study included tracking a randomly 

selected group of schools in each district. In each school, classes, teachers and students were studied over the 

ŎƻǳǊǎŜ ƻŦ ƻƴŜ ŀŎŀŘŜƳƛŎ ȅŜŀǊ ƛƴ ƻǊŘŜǊ ǘƻ ŘƻŎǳƳŜƴǘ ǘŜŀŎƘŜǊ ŀǘǘǊƛōǳǘŜǎΣ ǘŜŀŎƘƛƴƎ ǇǊŀŎǘƛŎŜǎ ŀƴŘ ǘŜŀŎƘŜǊǎΩ ŎŀǇŀōƛƭƛǘȅ 

to teach. Indicators related to organization of schools and classrooms were also tracked. The ultimate objective 

was to identify specific teacher, classroom and school characteristics currently associated with better teaching 

and better teacher capabilities. 

 

Findings and lessons learned from analyses of these data provide a comprehensive baseline on who teachers are; 

what they do and what they think; how classrooms are organized; how teaching is done and how capable 

teachers are to teach in elementary schools. The study is the first step in assessing current level and 

characteristics of teacher performance. It is hoped that this study will provide critical inputs for designing and 

implementing strategies aimed at strengthening teacher capability in Bihar. 

  



7 
 

CHAPTER 1: WHO ARE THE TEACHERS? 
 

In order to understand teachers and teaching, the study was visualized as having several interlinked parts. The 

first task was to get a sense of who the teachers in Bihar are. What are their individual characteristics, family 

background, qualifications, training and experience?  

 

This section is based on a teacher questionnaire that was administered to all teachers in the schools selected for 

the study. 400 elementary schools were randomly selected from four districts of Bihar ς 100 schools each in East 

Champaran, Jamui, Purnea and Rohtas.4 All teachers in these schools filled out questionnaires. The data from this 

round of responses are self-reported. A total of 2,252 teachers completed the questionnaire. Of the teachers 

included in this study, 2,119 teachers were given the questionnaire in 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 total of 2,252 teachers surveyed, a quarter was teaching in primary schools and the rest were teachers in 

schools with combined sections of primary and upper primary classes (Table 1). 

 

Table 1: Teacher Distribution by School Type 

School Type  No of teachers % Teachers 

Primary  559 24.82 

Primary + Upper Primary  1,693 75.18 

Total  2,252 100 

 

All teachers in the selected schools were covered in the survey. About 22% were regular teachers and another 

22% were panchayat teachers (Table 2a).About half of the total comprised block level teachers (prakhand 

shikshak).5 The panchayat and block teachers are both contractual teachers appointed respectively at the level of 

village panchayat (for classes I-V) or block-level (for classes I-VIII). From the distribution of teachers, it is clear that 

regular teachers are in a minority in the government schools in Bihar. Close to three quarters of all teachers are 

those who are on contract.  

 

Table 2a: Type of Teachers 

Teacher type 
All All 

No of teachers % Teachers 

Head teacher 56 2.5 

Regular teacher 501 22.3 

Panchayat teacher 512 22.7 

                                                           
4The four districts were purposively chosen by senior officials of the state education department. Within 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 sub-district level administrative structure of a district.  
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Block teacher 1,182 52.5 

Total 2,251 100 

 

The distribution of teacher-type varies by the type of school (Table 2b) with primary schools having a much lower 

proportion of regular teachers (approximately 10%) as compared to upper primary (about 26%). More than 80% 

of the teachers in primary schools are panchayat teachers while upper primary schools have higher proportions 

of block teachers (69%).  

 

Table 2b: Type of Teacher by school type 

Teacher 

type 

Primary Primary Upper-primary Upper-primary 

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 

 

Most teachers ƛƴ .ƛƘŀǊΩǎ ǎŎƘƻƻƭǎ are young, with a little under half (about 44%) in the age range of 20 to 29 (Table 

3a).  

 

Table 3a: 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 

20 to 29  43.9 14.3 11.6 55.2 54.1 

30 to 39  20.8 23.2 39.6 13.9 15.7 

40 above  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 the 

distribution of teachers in favour of youth. Looking at the age distributions of the different kinds of teachers in 

the Bihar schools, it is clear that head teachers and regular teachers on average are much older than the 

panchayat and block teachers. Comparing the age distribution of teachers by school-type (Table 3b), we see that 

upper-primary schools have a relatively large proportion of teachers who are more than 30 years old (about 38% 

and 21% respectively) as compared to teachers in primary schools. 

 

Table 3b: Age distribution by school type 

Age of teachers Primary Upper-primary 

Less than 20 26.9 20.2 

20 to 29 52.3 41.1 

30 to 39 14.3 22.9 

40 above 6.5 15.8 
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Total 100 100 

 

Overall, close to 60% of all teachers surveyed were male. Female teachers were younger: about 58% of all 

teachers less than 20 years of age were female and as we move to higher age groups the proportion of female 

teachers gets smaller (Table 4). 

 

Table 4: Gender distribution by age 

Age of teachers 

  

Total Male Female Total 

N % % % 

Less than 20 491 42.2 57.8 100 

20 to 29 988 61.1 38.9 100 

30 to 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 surveyed were from the Other Backward Classes (OBC) category (Table 5). 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, teachers were asked a variety of other questions. These included questions about where their own 

children go to school, where they live and how long it takes them to travel to school on a daily basis.  

 

Almost 90% of all teachers were married and a total of 84% have children of elementary school going age. Of 

these,about 15% teachers reported sending their children to private schools; while the rest send their children to 

government schools (Table 6). 

 

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

ChildrenΩǎ age  % Children going to Govt. 

School 

% Children going to 

Private School 

Total % 

Age (5-10)  84.1 15.9 100 

Age (11-14)  85.0 15.0 100 

 

Around 30% of all teachers reported their own village was the same as the village where the school was located, 

and 32% stayed in the same village as school. A little over 45% lived in the same panchayat6as the school in which 

they worked. Also as one would expect the panchayat teacher and the block teachers were more likely to stay in 

                                                           
6The smallest unit of local government ς usually a group of villages.  
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the same village or panchayat as the school compared to a head or a regular teacher (Table 7). This information is 

important because it indicates that over 50% teachers (especially the panchayat and block 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 

Teacher 

Regular 

Teacher 

Panchayat 

Teacher 

Block 

Teacher 

Total 

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 

Does the teacher stay in the same village as the school? 

Yes  16.1 18.4 29.9 39.1 31.8 

No  83.9 81.6 70.1 61.0 68.2 

Total%  100 100 100 100 100 

Does the teacher stay 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 53.5 

Total%  100 100 100 100 100 

 

Close to 30% of the teachers had a travel time of fifteen minutes or less and most walk to school (40%). Only 23% 

of teachers had to travel more than an hour to the school in which they teach (Table 8). 

 

Table 8: Time taken to travel to school 

Time taken to travel to school  No of teachers % Teachers 

Less than or equal to 15 min  650 28.9 

Less than 1 hour more than 15 min  1,082 48.1 

More than 1 hour 517 23.0 

Total  2,249 100 

 

A majority of the teachers reported that they were not engaged in any other work activity other than teaching 

(66%). Of the remaining, farming was the most common work activity (approx. 64%) apart from teaching (Table 

9).Though farming was the main additional activity for male teachers; female teachers were involved in various 

other earning activities.  

 

Table 9: Type of work done by teachers who engaged in workother thanteaching 

Type of work  Number of 

teachers 
% Male % Female % All 

Farming/dairy  483 69.7 32.5 63.6 

Private  140 18.3 19.0 18.4 
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Politics/union work  125 15.3 22.2 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 therefore the column total exceed 100 percent.  

 

Turning to the employment history of the teachers in the study, Table 10shows that most regular teachers have 

been teachers for over 15 years (number of years since they were first appointed as teachers) while the 

panchayat and block teachers have come into the teaching profession as government school teachers only 

relatively recently. About 80% of panchayat and block teachers have been teachers for ten years or less, not 

surprising given that the policy and practice of recruiting different kinds of teachers (other than regular teachers) 

is a relatively new phenomenon that goes back only about 10-12 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 

5 to 9  14.6 12.6 52.1 58.3 45.6 

10 to 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 teaching, on average they have spent fewer years 

teaching in the current school than is the case with block /panchayat teachers. Table 11 shows that most regular 

teachers had been teaching 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 since the teacher was appointed in the present school 

Number of years in the 

present school  

Head Regular Panchayat Block Total 

Less than 5  51.8 60.2 37.6 31.5 39.8 

5 to 9  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 

 

The shorter time spent in a particular school by a head teacher or regular teacher can be attributed to frequent 

transfers as is evident from Table 12 below. By contrast, by virtue of being local and more recently appointed, 

less than 10% of the block and panchayat teachers have been transferred.  
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Table 12: Number of transfers, by teacher type 

Number of transfers  Head Regular Panchayat Block Total 

None  19.6 31.9 92.4 92.8 77.3 

1 to 2  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 Qualifications and Training  

 

We next look at the education and professional qualification of teachers. The teachers were asked to mark their 

highest educational qualification out of the given five options. These options were -below Matric, Matric, 

Intermediate, Graduate and Postgraduate.7 

 

The highest level of educational qualification reported by teachers is shown in Figure 1a.About 48% of all 

teachers are graduates or above (32% have graduate qualifications and 16% postgraduate qualifications). 

 

Figure 1a: Educational qualification of teachers 

 
 

Regular teachers are distributed relatively evenly across the qualification spectrum (Figure 1b). However 

panchayat and block teachers are mostly either at intermediate level (Class XII pass i.e. high school certificate) or 

college/graduate level. 

 

 

 

 

 

 

 

 

                                                           
7 Matric refers those who have passed Class X. 

Matric
7%

Intermediate
45%

Graduate
32%

Postgraduate
16%
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Figure 1b: Educational qualification of teachers by teacher type 

 
 

 

Figure 1c: Educational qualification of teachers by age 

 
 

Apart from educational qualification teachers were also asked if they have received any professional training. For 

this teachers were asked to mark any one of the following options- No professional qualification, Diploma, B.Ed, 

M.Ed or other qualification related to teaching profession. 

 

One-fourth of the teachers reported having some kind of professional qualification (apart from B.Ed, M.Ed or 

Diploma) while half of them said that they do not have any professional qualification. (Table 13) 
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Table 13: Professional Qualifications of teachers 

Professional 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 teachers, a variety of in-service trainings take place every year. These trainings range 

from one day meetings to explain filling up of formats to longer duration capacity building exercises. Many of 

these trainings are intended to provide teachers with inputs and materials for improving content knowledge and 

skills for delivery. Based on the data collected from teachers we find that 63% did not receive any training during 

the year 2012-13 (Table 14), although most teachers sampled had attended one day meeting/trainings. 

 

Table 14: Days of teacher training 

How many days of training did you attend in year 2012-13?  

 No of teachers % Teachers 

None  1,384 62.7 

1 to 5  245 11.1 

5 to 10  349 15.8 

more than 10  228 10.3 

Total  2,206 100 

How many one-day training program did you attend In the year 2012-13?  

 No of teachers % Teachers 

None  782 35.5 

1 to 5  435 19.7 

5 to 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 classroom activities (Table 15). 

When asked what content they would choose for the next teacher training workshop, the largest proportion 

(66%) expressed a need for training in how to teach specific subjects and content areas.  

 

Table 15. Training feedback 

How has training helped teachers? 

 No of teachers % Teachers 

Learned how to do some administrative work better 

(example: filling formats) 

726 32.2 

Learned some teaching methods or activities 1,442 64.0 
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Learned new things about policies, rules, or procedures in 

India or in Bihar 

821 36.5 

Learned some subject knowledge that was not known (eg: 

fractions) 

854 37.9 

Did not learn anything that helps in the work 104 4.6 

What content would you choose for the next teacher-training workshop? 

 No of teachers % Teachers 

Content knowledge in specific subject areas e.g. in math or 

Environmental Studies (EVS) 

1,053 46.76 

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 and the community 1,022 45.38 

How to 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 this study are clearly inadequate to reach any 

conclusions regarding teacher training. In order to track trainings and collect feedback from teachers, a set of 

preparatory task may be needed. For example, each year there are a number of trainings that are planned 

(usually at the state level). It would be useful to analyze the objective 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 for 

whom such training was intended indeed got the training.  Feedback from ǘŜŀŎƘŜǊǎΩ immediately after training as 

well as after some months would also elicit useful information and insights about the appropriateness of the 

training in actual teaching situations. Finally, the academic monitoring work of cluster coordinators could also 

include observations of classroom practice to see if and how specific trainings relate to the work that teachers do 

on a regular basis. 

 

Section 3: Working in School: Activities and Attitudes  

 

In trying to understand ǘŜŀŎƘŜǊǎΩ vis-à-vis their work in schools, we explored a few other features of what 

teachers report doing and thinking.  Let us take a closer look at how teachersΩ work is organized in schools. Of all 

teachers surveyed, 30% in primary and 35% in upper primary schools said that they taught only one subject; the 

reference period was the day prior to the survey. At the other extreme, one 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 teaching 

more than one class in both primary and upper primary school. 
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Finally, it is noteworthy that those teachers who reported teaching more classes on the previous working day 

were also teaching more subjects. Table 16 shows that the average number of subjects taught increases as the 

number of classes taught increases. 

 

Table 16: Distribution of teachers by number of classes taught and average subjects taught 

Number of classes taught 
Percentage 

of teachers 

Average number  of subjects taught 

1 class 28.9 1.7 

2 or 3 classes 44.8 2.3 

4 or 5 classes 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 typical working week is shown in Table 17. 

Teachers were asked to comment on a variety of activities and estimate the time that they used in each of these 

in the reference period of a week. Teaching and preparing lessons were reported as being done quite often by a 

large majority of teachers (96% and 88% respectively). This was followed by activities like filling registers and 

preparing and serving mid-day meals (both approximately 70%).  

 

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 lessons  87.6 10.9 1.5 100.0 

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 often-Every day, for more than 1 hour or less than 1 hour  

**Sometimes-Not every day but several hours a week or for a short time per week  

 

These data also suggest that time spent on preparing and serving mid-day meal and other administrative work 

varies by type of teacher. Close to 90% of all head teachers work on preparing/serving mid-day meal. A larger 

proportion of head teachers, followed by regular teachers were found to work more often on other 

administrative work compared to panchayat or block teachers. 

 

Overall, 20% teachers reported that they did not find any class difficult to teach (Table 18). Majority of teachers 

find the highest grade (5th for primary and 8th for upper primary) hardest to teach. As can be seen 40% of 

panchayat teachers found class 5 and around 33% of block teachers found class 8 as hardest to teach. For regular 

teachers once again class 8th was most difficult to teach (34% approx.).  
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Table 18: Class hardest to teach 

Class hardest  to teach Head Regular Panchayat Block  Total 

None 15.4 22.4 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 18.4 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 20.4 15.5 

Class 8 26.9 33.8 2.2 32.8 26.3 

Total 100 100 100 100 100 

 

Teachers were also asked that whether they face any difficulties in teaching, and if they do, what help is available. 

About 21% teachers reported they face no difficulty. Of those who faced difficulty almost all reported receiving 

help (only 3% said no body helps them). Most teachers used peer groups for guidance and also asked other 

teachers for help (Table 19). 

 

Table 19: Who guides the teachers? 

Who guides? No of teachers % Teachers 

Head teacher  589 34.6 

Other Teacher/s 844 49.6 

BRC/CRC  591 34.8 

Other  125 7.4 

 

Teachers were asked whether and how often they had engaged in different class activities. For this teachers were 

asked to report on the last time they did a particular activity (listed in Table 20). Those who reported doing it the 

same day of the surǾŜȅ ƻǊ ǘƘŜ ƭŀǎǘ ǿŜŜƪ ǿŜǊŜ Ǉǳǘ ƛƴ ǘƘŜ ŎŀǘŜƎƻǊȅ ΨǉǳƛǘŜ ƻŦǘŜƴΩΦ ¢ƘƻǎŜ ǿƘƻ ǊŜǇƻǊǘŜŘ ŘƻƛƴƎ ǘƘŀǘ 

ŀŎǘƛǾƛǘȅ ŘǳǊƛƴƎ ǘƘŜ ƭŀǎǘ ƳƻƴǘƘ ƻǊ ƭŀǎǘ о ƳƻƴǘƘǎ ǿŜǊŜ ŎƭǳōōŜŘ ǳƴŘŜǊ ΨǎƻƳŜǘƛƳŜǎΩ ǿƘƛƭŜ ǘƘƻǎŜ ǿƘƻ ŘƛŘ ƛǘ ƳƻǊŜ ǘƘŀƴ 

о ƳƻƴǘƘǎ ŀƎƻ ƻǊ ƴŜǾŜǊ ŎƻƳǇǊƛǎŜ ΨǊŀǊŜƭȅ ƻǊ ƴŜǾŜǊΩ ŎŀǘŜgory.  

 

It is pertinent to remember that all the data collected for this section of the report comes from self-reported 

information from teachers. Most teachers reported that they gave students homework (95%). Almost all teachers 

(94%) used the blackboard during teaching. 82% teachers said that they made lesson plans. A similar proportion 

of teachers reported that they made children work in small groups. Interestingly, the data in the next chapter 

which is based on actual classroom observations gives quite a different 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 teacher activities 
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Teacher activity  Quite 

often 

Sometimes Rarely or 

never 

Total 

Made a lesson plan?  82.3 11.4 6.3 100 

Talked to a parent about the child's learning?  62.4 33.4 4.2 100 

Used any TLM other than the textbook during a class?  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 class?  81.4 14 4.5 100 

Were absent from school for half a day or more? 

(including leave)  

21.3 26.6 52.0 100 

Taught a group of two or three Stds together?  65.3 20.1 14.6 100 

Helped to prepare or serve the midday meal?  77.6 12.0 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 for help with teaching a topic?  30.4 30.7 38.9 100 

Played game/sports with students?  68.5 21.1 10.4 100 

Did a class activity that was not mentioned in the 

textbook?  

47.7 31.7 20.6 100 

 

To explore teacher attitudes and perceptions, teachers were asked whether they agreed with certain statements. 

They were asked to mark their response on a scale that went from strongly agree to strongly disagree. These 

statements covered a variety of topics ranging from pedagogical practices to their opinions about absenteeism. 

The statements related to the different domains were mixed in order to minimize a particular skew in responses 

(Table 21). 

 

Let us look at the different domains and analyze the responses of teachers. On pedagogical matters, teachers 

seem to know whaǘ άǎƘƻǳƭŘέ ōŜ ƘŀǇǇŜƴƛƴƎΦ  фс҈ ǘŜŀŎƘŜǊǎ ŀƎǊŜŜŘ ǿƛǘƘ ǘƘŜ ǎǘŀǘŜƳŜƴǘ άL ŀƭǿŀȅǎ ƳŀƪŜ ŀ ƭŜǎǎƻƴ 

plan before teaching a class.έ 82% teachers said that they made a lesson plan quite often (Table 21). Similarly, 

88% teachers agreed with the statement that they made their students work in groups in class. And 81% said that 

they do that quite often. More than 60% teachers agreed that they sometimes have difficulty in explaining Math 

to their students, but at the same time close to 90% of all teachers claimed that if they have 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 their students. 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.  

 

 

Table 21Υ ¢ŜŀŎƘŜǊǎΩ ƻǇƛƴƛƻƴǎ 



19 
 

Opinion 

 
Agree* 

Neither 

agree nor 

disagree 

Disagree** Total 

Teachers who are often absent from school should 

be paid less.  
62.9 17.3 19.8 100.0 

All students are capable of learning mathematics.  74.3 9.9 15.8 100.0 

I know the names of all the students I teach.  85.3 8.2 6.5 100.0 

SC/ ST students are less intelligent in comparison to 

other students.  
29.7 11.6 58.8 100.0 

If a child is absent for more than a week, I try to find 

out the reason.  
97.4 1.1 1.5 100.0 

If children don't learn well, it is the parents' 

responsibility.  
58.0 16.5 25.5 100.0 

Teachers whose students learn more should get 

higher salary.  
40.7 20.7 38.6 100.0 

I always make a lesson plan before teaching a class.  95.6 2.2 2.1 100.0 

Most children in Std 4 in my school know how to do 

subtraction.  
86.4 6.8 6.9 100.0 

The textbooks are too difficult for children.  35.3 14.3 50.4 100.0 

Sometime I have difficulties in explaining math to my 

students.  
60.8 6.9 32.4 100.0 

I enjoy teaching and interacting with students.  96.5 1.4 2.1 100.0 

To do well, students need private tuition as well as 

regular school.  
42.5 12.0 45.4 100.0 

When I have difficulty teaching a topic, I know how 

to get help.  
88.6 4.0 7.3 100.0 

The school does everything it can to help children 

learn well.  
97.2 1.3 1.6 100.0 

My objective as a teacher is to complete the syllabus.  87.5 2.9 9.6 100.0 

I have met the parents of all of my students.  79.0 10.5 10.5 100.0 

All the children in Std 4 in this school can read 

fluently.  
53.9 23.3 22.8 100.0 

I 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 

ϝ!ƎǊŜŜ ǊŜŦŜǊǎ ǘƻ ǘƘŜ ǊŜǎǇƻƴǎŜǎΥ ά!ƎǊŜŜέ ƻǊ ά{ǘǊƻƴƎƭȅ ŀƎǊŜŜέΦ  

ϝϝ5ƛǎŀƎǊŜŜ ǊŜŦŜǊǎ ǘƻ ǘƘŜ ǊŜǎǇƻƴǎŜǎΥ ά5ƛǎŀƎǊŜŜέ ƻǊ ά{ǘǊƻƴƎƭȅ ŘƛǎŀƎǊŜŜέΦ  
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Iƻǿ ŎƻƴƴŜŎǘŜŘ ŀǊŜ ǘŜŀŎƘŜǊǎΩ ōŜƭƛŜŦǎ ŀōƻǳǘ ŎƘƛƭŘǊŜƴΩǎ ƭŜŀǊƴƛƴƎ ƭŜǾŜƭǎ ǘƻ ǘƘŜ ǊŜŀƭƛǘƛŜǎ ŀǊƻǳƴŘ ǘƘŜƳΚ ¢ŜŀŎƘŜǊǎΩ 

estimation of the current learning level of students in Std. 4 in their school indicates that they believe that all 

children in this class can read fluently and most can do subtraction.  (All data from Bihar shows that this is not at 

all the case). Only a 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 is 

far from reality.   

 

If we focus more ŎƭƻǎŜƭȅ ƻƴ ŜȄǇŜŎǘŀǘƛƻƴǎ ƻǊ ōŜƭƛŜŦǎ ŀōƻǳǘ ŎƘƛƭŘǊŜƴΩǎ ƭŜŀǊƴƛƴƎΣ ǿŜ ǎŜŜ ƛƴǘŜǊŜǎǘƛƴƎ ǇŀǘǘŜǊƴǎ ƛƴ ǘƘŜ 

ǘŜŀŎƘŜǊ ǊŜǎǇƻƴǎŜǎΦ !ƭƳƻǎǘ ŀƭƭ ǘŜŀŎƘŜǊǎ ǎǘŀǘŜŘ ǘƘŀǘ ǘƘŜ άǎŎƘƻƻƭ ŘƻŜǎ ŜǾŜǊȅǘƘƛƴƎ ƛǘ Ŏŀƴ ǘƻ ƘŜƭǇ ŎƘƛƭŘǊŜƴ ƭŜŀǊƴ ǿŜƭƭέ 

and that their objective as a teacher is to complete the syllabus. But at the same time, close to 60% agreed that 

ensuring learning outcomes were the responsibility of the parent and slightly over 40% agree that students need 

private tuition to do well in school.  About three quarters of teachers aƎǊŜŜŘ ǿƛǘƘ ǘƘŜ ǎǘŀǘŜƳŜƴǘ ǘƘŀǘ άŀƭƭ 

ǎǘǳŘŜƴǘǎ ŀǊŜ ŎŀǇŀōƭŜ ƻŦ ƭŜŀǊƴƛƴƎ ƳŀǘƘŜƳŀǘƛŎǎέΦ /ƭƻǎŜ ǘƻ ол҈ ǘŜŀŎƘŜǊǎ ōŜƭƛŜǾŜŘ ǘƘŀǘ {/κ{¢ ǎǘǳŘŜƴǘǎ ŀǊŜ ƭŜǎǎ 

intelligent in comparison to other students. Putting some of these statements together the impression that 

emerges is 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 guarantee 

learning.  

 

Much of the content of teacher training in the Indian context tends to be focused on delivering subject matter 

ƪƴƻǿƭŜŘƎŜ ƻǊ ƛƳǇŀǊǘƛƴƎ ōǊƻŀŘ ǎƪƛƭƭǎΦ .ǳǘ ƭƻƻƪƛƴƎ ŎƭƻǎŜƭȅ ŀǘ ǘŜŀŎƘŜǊǎΩ ƻǇƛƴƛƻƴǎΣ ƛǘ ǎŜŜƳǎ ŀǎ ƛŦ ƛǘ ƛǎ ǿƻǊǘƘ ŜƴƎŀƎƛƴƎ 

seriously with many aspects of what teachers believe about children, about the syllabus and textbooks, about 

responsibilities and how these beliefs are connected to their role as teachers. Can future teacher training have 

ŎƻƳǇƻƴŜƴǘǎ ǘƘŀǘ ŀǊŜ ŦƻŎǳǎŜŘ ƻƴ ōǳƛƭŘƛƴƎ ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ ǘƘŜ ǊŜŀƭƛǘƛŜǎ ƻŦ ǘŜŀŎƘƛng-learning in their 

own contexts?   

 

Conclusion  

 

This section provided an overview of a representative sample of elementary school teachers in Bihar. It is clear 

from the data that many of these teachers are contract teachers (panchayat shikshak or prakhand/block 

shikshak) and are still quite young. They live in rural areas often less than an hour away from the school in which 

they teach. In terms of education, they are either at intermediate level or graduates but most do not have much 

by way of professional qualification or certification in teaching/education. Their beliefs on teaching-learning, on 

children and on parents are fairly traditional. Understanding who teachers are was the first step in the study 

before diving deeper into what classrooms are like or 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 methods were used to gain a better understanding of 

who the teachers are and what they do in the classroom. Self-reported data from teachers about themselves has 

already been analyzed to get a sense of their background, their educational qualifications and training 

experiences and their tenure as a teacher.  Questionnaires were also used to get details of teacher activities and 

attitudes and these have been discussed in the previous chapter.   

 

Moving beyond self-reported information from teachers to actual classroom observations is an important and 

critical step of any study that focuses on teaching. Clearly, visiting schools and spending time observing 

classrooms provides an important perspective on teaching. However, a single visit to observe classrooms and 

schools is not sufficient. The conditions prevailing in a school can change on a day to day basis depending on who 

is present in school, what is to be done on that day and what else is happening in the village. School 

environments also change during the year. There are seasonal changes due to the weather and for rural schools 

due to agricultural activities; changes caused by festivals, by the marriage season, and also due to activities and 

changes in the school calendar. Hence, visiting schools and classrooms periodically, or at least several times a 

year is useful. Repeat visits allow us to see if the activities or 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 2014. 

This time period straddles two school years ς 2013-14 and 2014-15. 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 second 

visit was in December in the winter of 2013. The last visit was in July 2014, after schools reopened following the 

summer break.  

 

For the classroom observations part of the study, we focused on two grades ς Std. 4 in primary school and Std. 6 

in upper primary or middle school. To keep consistency and comparability between schools and over time, we 

only observed language and math classes.8 Teaching in other subjects was not observed. Focus on these two 

subjects also made it easier to relate the classroom observation data to the information from the teacher 

questionnaire where only language and math questions had been covered.9 

 

                                                           
8Actually once the classroom observation data was analyzed it became clear that a majority of the classrooms observed were classes 
where Hindi was being taught.  
 
9 To the best of 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 that ASER Centre 
began to experiment with formats and protocols for capturing key indicators of classroom practice on scale. Our classroom observation 
tool was first developed for a UNICEF-ǎǳǇǇƻǊǘŜŘ ǎǘǳŘȅ ǘƛǘƭŜŘ ΨLƴǎƛŘŜ tǊƛƳŀǊȅ {ŎƘƻƻƭǎΩ ǿƘƛŎƘ ǘǊŀŎƪŜŘ флл ǎŎƘƻƻƭǎΣ мΣулл Ŏƭŀǎǎrooms and 
30,000 Grade 2 and 4 students from 5 states over a period of 18 months (2009-ммύ ƛƴ ƻǊŘŜǊ ǘƻ ǘŀƪŜ ŀ ŎƭƻǎŜ ƭƻƻƪ ŀǘ Ƙƻǿ ŎƘƛƭŘǊŜƴΩǎ ƭŜŀǊƴƛƴƎ 
outcomes changed over this period and what classroom, teacher, school, and home factors could be identified as key elements 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, classroom observations concentrated on a set of indicators that are 

the core of teaching activities but are relatively easy to observe. The classroom observation tool developed for 

this study responded to three main objectives: 

- To provide a broad picture of classroom activity in Grade 2 and 4 government school classrooms in 

different states. 

-  What was the teacher doing and what were most students doing?   

- ¢ƻ ŜȄŀƳƛƴŜ ǘƘŜ ŜȄǘŜƴǘ ǘƻ ǿƘƛŎƘ ŜƭŜƳŜƴǘǎ ƛŘŜƴǘƛŦƛŜŘ ōȅ LƴŘƛŀΩǎ bŀǘƛƻƴŀƭ /ǳǊǊƛŎǳƭǳƳ CǊŀƳŜǿƻǊƪ ŀǎ 

important aspects of classroom environment were present in sampled classrooms; and  

With these objectives in mind, an observation protocol was developed that enabled a large number of classroom 

observers who were extensively trained but not themselves either teachers or researchers to be able to record a 

limited set of elements of classroom processes with a very high degree of inter-rater reliability ς probably the 

most difficult element of any large scale observation-based data collection strategy. 

 

The observation indicators were also designed keeping in mind that the tools developed during this research 

could have wider use, particularly by those who visit schools routinely to support and monitor teaching-learning 

ƛƴǘŜǊŀŎǘƛƻƴǎ ƛƴ ŎƭŀǎǎǊƻƻƳǎΦ ¢ƘŜ ƻōǎŜǊǾŀǘƛƻƴ ƛƴŘƛŎŀǘƻǊǎ ƻǊ άŎƘŜŎƪƭƛǎǘέ ŦƻŎǳǎŜŘ ƻƴ ǘǿƻ ōǊƻŀŘ ŘƻƳŀƛƴǎΥ classroom 

organization/classroom environment and teaching activities.  

 

For classroom organization, we looked at features like which classes/grades were sitting together, where the 

class was being conducted (physical location), how the class was organized physically (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 interaction 

between teachers and children (who talked to whom), student activities (what students were doing). The 

άƻōǎŜǊǾŜǊέ ǎǇŜƴǘ ŀ Ŏƻƴǘƛƴǳƻǳǎ ǇŜǊƛƻŘ ƻŦ ол ƳƛƴǳǘŜǎ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ǿƘƛŎƘ ǿŀǎ ōŜƛƴƎ ƻōǎŜǊǾŜŘΦ !ƭƳƻǎǘ ŀƭƭ 

ǉǳŜǎǘƛƻƴǎ ǿŜǊŜ ƳŀǊƪŜŘ ŜƛǘƘŜǊ άȅŜǎέ ƻǊ άƴƻέΦ10 

 

In the first visit, Std. 4 and Std. 6 classes were visited in all schools ς 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 primary 

schools were visited. Almost all upper primary government schools in Bihar have 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 have 

information for all three visits (i.e. selected grades in the upper primary schools). Thus for purposes of this 

discussion, we have about 200 classes for each grade (a total of (641+636=1,277 class visits) that have been 

visited three times during 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 in terms of required 
observer skill. First, each question was designed as a simple yes/no indicaǘƻǊΣ ǿƘŜǊŜ ƻōǎŜǊǾŜǊǎ ǿƻǳƭŘ ƳŀǊƪ άȅŜǎέ ƛŦ ǘƘŜ ǊŜƭŜǾŀƴǘ ŀŎǘƛƻƴ ǿŀǎ 
observed even once in a thirty-minute period. Second, observers were required to record only what most students in the classroom were 
doing during the observation period, ignoring the fact that some 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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Table 22. Total number of classroom visits 2013-2014 

Month of visit 
Total number of visits to classrooms 

Std 4 Std 6 

Visit 1:Sept-Oct 2013  213 212 

Visit 2:Dec-2013  214 212 

Visit 3:July-2014  214 212 

Total of all three visits  641 636 

 

Section 1: Classroom Organization and Classroom Environment   

 

Where are classes being held?  

The observation tool starts with recording the physical location of where the class to be observed was being held. 

Was the class in a classroom? In the verandah or was it outdoors?  The data indicates that close to 90% of all 

classes were being conducted indoors in classrooms (Table 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 held 

outdoors in the sunshine even if the school has adequate number 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 was 

being held in a classroom.   

 

Table 23. Physical Location of Observed Classes ς Upper primary schools 

 

 

 

 

 

 

 

 

 

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

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

it used to be very common to see multi-grade arrangements in primary and upper primary schools. For example, 

a study conducted in 2007-2008 visited a sample of 160 schools across Bihar four times during the school year.11 

That study like the current one had repeated unannounced visits to schools making it possible to observe the 

dynamic nature of school functioning. The 2007-2008 study found only 7% cases where in each visit the class that 

was being observed was the only grade being taught.   

 

                                                           
11 Geeta Kingdon and Rukmini Banerji 2009: RECOUP Policy Brief Number 5, September 2009. Addressing school quality: Some policy 
pointers from rural north India 

Visits 

Std 4 
Std 4: % Classes held in different 

spaces 
Std 6 

Std 6: % Classes held in different 

spaces 

Total 

visited 

Classrm Verandah Outdoors Total 

visited 

Classrm Verandah Outdoors 

% % % % % % 

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 93.4 4.3 2.4 210 95.2 3.3 1.4 

Average over 3 visits 88.3 4.5 7.3  93.6 2.1 4.3 
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With large number of teachers entering the education system in the last ten years and with expansion in 

infrastructure, the incidence of multi-grade groupings has reduced considerably. Table 24a and 24b show the 

current situation with respect to Std. 4 and Std. 6 in the upper primary schools in the four districts selected for 

the study. 

 

Table 24a. Incidence of multi-grade classes in observed schools in Bihar- Std 4 

Visit 

 

Single grade in 

the classroom 

Two grades 

sitting together 

More than 2 

grades sitting 

together 

Total grades 

observed 

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  91.7 43.9 87.0 41.6 30.3 14.5 209.0 100 

Total classes visited  275 261 91 627 

 

The data suggest that multi-grade groupings are more common in primary grades (such as Std. 4) as compared to 

grades at the upper primary level (such as Std. 6) even in the same school. Close to 60% of all Std 6 classes that 

were observed were single grade while only 44% or so Std. 4 classes sat by themselves (Table 24b). The incidence 

of two grades sitting together in Std 4 at 41.6% is almost double of that seen in Std 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 Multi-grade Classes in Observed schools in Bihar- Std 6 

Visit  

 

Single grade in 

the classroom 
Two grades 

sitting together 

More than 2 

grades sitting 

together 

Total grades 

observed 

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, Std. 4 classrooms were observed in primary schools and in the schools which had primary and upper 

primary sections also. Due to time constraints, from visit 2 onwards, classroom observations were done only in 

the two selected grades in the upper primary schools only. But data from the first visit allows us to get a snapshot 

of what Std. 4 is like in both types of schools.  The visit 1 data show a major difference between primary and 

upper-primary schools in terms of multi-grade classrooms (Table 24c). A large proportion of standard 4 classes 

(43.6%) in primary schools were found sitting with more than 2 grades as compared to upper-primary schools 

(15.2%). 
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Table 24c: Multi-grade classrooms for Std. 4 by type of school ς data from Visit 1 

School type 

  

Single grade in 

the classroom 

Two grades 

sitting together 

More than 2 

grades sitting 

together 

Total 

% % % % 

Primary 14.0 42.5 43.6 100 

Upper-primary 44.1 40.8 15.2 100 

 

In each visit we observed that there were some schools where Std. 4 and Std. 6 were sitting by themselves; there 

was no other grade that was clubbed or grouped with them for teaching purposes. But is this a permanent 

feature of this school? Do these classes in these schools always follow this pattern? The incidence of mono-grade 

classrooms across all three visits in shown in Table 24d. As compared to the previous average of approximately 

44% in Std. 4 and 60% in Std. 6, the proportion of mono-grade classes in all three visits falls to 30% and 45% 

respectively. 

 

Table 24d: Mono-grade in all three visits- Upper-primary schools 

  Total observed in all 3 visits 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 with Std. 4 in schools which have primary 

sections only may be considerably worse. In the 2007-2008 study of primary schools, the percentage of schools 

that had mono-grade classrooms across all four visits was about 7%. Looking at the data from Visit 1, it is possible 

to assume that the same figure for this study may have gone up but it is still likely to be well below 14%. Does this 

mean that despite massive recruitment 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 sections? 

Lǎ ǘƘƛǎ ƻƴŜ ƻŦ ǘƘŜ ŦŜŀǘǳǊŜǎ ƻŦ άƻǾŜǊ ǳƴƛǾŜǊǎŀƭƛȊŀǘƛƻƴέ ƻǊ ƻf creating schools in every habitation?  

 

 

 

How does the incidence of multi-grade classes vary by the number of teachers available in a school?  

As one would expect, the higher the availability of teachers in a school, the lower the likelihood of multi-grade 

classrooms. The probability of a grade (either Std. 4 or 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 teachers 

appointed in a school.  

 

Table 25a shows that when there are more than 10 teachers in an upper primary school, more than 75% of Std 4 

classes are sitting by themselves. For Std 6 (Table 25b), the incidence of single grade classrooms is even higher at 

91%. 
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Despite improvements over time in the 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 classroom. 

With teachers not adequately equipped to deal with multi-grade contexts, this is a major challenge for Bihar. 

Depending on the   academic monitoring and support mechanisms that are in place, figuring out how to organize 

grade groupings effectively and systematically is an important task that needs to be done school 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 taking 

the ground realities of each school into account. If a district has such issues then a standardized way to group 

children may help the district to prepare the teachers better for these situations in their in-service training 

periods.  

 

Table 25a. Multi-grade classes by number of teachers in the school-Std. 4  

 

Number of teachers 

available in the school  

Proportion 

of schools 

Single grade 

in the class 

Two grades 

sitting 

together 

>2 grades 

sitting 

together 

Total % 

grades 

observed 

Less than or equal to 6  32.1 12.82 52.82 34.36 100 

7 to 10  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 25b. Multi-grade classes by number of teachers in the school-Std. 6 

Number of teachers 

available in the school 

Proportion 

of schools 

Single grade 

in the class 

Two grades 

sitting 

together 

>2 grades 

sitting 

together 

Total % 

grades 

observed 

Less than or equal to 6  32.1 26.67 30.77 42.56 100 

7 to 10  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 materials for teaching?  

The checklist used for observing classroom facilities was broadly divided into whether there was space for 

children to sit or teachers to walk up-to every child, whether there were blackboards and chalk for use and if 

there was any teaching-learning material other than textbooks visible in the room.   

 

Table 26a. Classroom infrastructure: % Classes that have the following itemsin all three visits  

 Class 4 Class 6 

There is space for all children present to sit comfortably. 79.1 84.9 

There is space 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 on mats or tat 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 can easily 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 infrastructure 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 blackboard 

in all three visits. What was missing from classrooms was the presence of TLM (other than textbooks) and display 

ƻŦ ŎƘƛƭŘǊŜƴΩǎΩ ǿƻǊƪΦ IŀǊŘƭȅ ŀƴȅ ŎƭŀǎǎǊƻƻƳǎ ǘƘŀǘ ǿŜǊŜ ǾƛǎƛǘŜŘ had either of these two kinds of materials in all three 

visits.  

In terms of seating arrangement, children sat individually in rows (rather than in 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 widespread 

in Bihar.  

Given that classroom conditions are quite different in the two kinds of schools, we now look more closely at the 

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

 

Table 26b. Classroom infrastructure: % Std. 4 classes that have the following items (Data from 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 blackboard. 96.5 98.4 

There is TLM (other than textbooks) visible in the classroom. 14.0 10.4 

Children's creative work is displayed on the walls. 13.4 9.0 

 

As shown in Table 26b, for most indicators only marginal differences were observed between primary and upper 

ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎΦ !ǊǊŀƴƎŜƳŜƴǘǎ ŦƻǊ ŎƘƛƭŘǊŜƴΩǎ ǎŜŀǘƛƴƎ ǎƘƻǿŜŘ ǘƘŜ ōƛƎƎŜǎǘ difference; with far more Std. 4 children 

in upper primary schools sitting on chairs as opposed to those in primary schools who were more often sitting on 

ǘŀǘ ǇŀǘǘƛǎΦ !ŘŘƛǘƛƻƴŀƭƭȅΣ ¢[a ŀƴŘ ŎƘƛƭŘǊŜƴΩǎ ŎǊŜŀǘƛǾŜ ǿƻǊƪ ǿŀǎ ƻōǎŜǊǾŜŘ ǎƭƛƎƘǘƭȅ ƳƻǊŜ ƻŦǘŜƴ ƛƴ {ǘŘ. 4 classrooms 

located in primary schools as compared to upper primary schools. 

 

What about timetables? 

Almost all schools (over 90%) and all observed classes reported having a timetable but there was a great deal of 

variation in where the time table could be found (Table 27). For about one fourth of all schools, the timetable 

was displayed on the wall of the observed classroom. In another 30% of cases, the timetable could be seen on 

the wall elsewhere in the school but not in the classroom being observed. In slightly less than 50% of the 
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observations, the 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 from the research carried out in 2007-2008, 

whereonly 25% of schools had class-specific timetables and, among those that did, only 35% were found 

following the timetable. (The 2007-2008 study focussed on primary grades only).   

 

Table 27. Time table related indicators 

% Classes where timetable related indicators are 

visible: 

Std 4 Std 6 

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 somewhere in the school 

not in the classroom  

30.7 30 

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 in this table is an average 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. There is 

enough space for the children to sit comfortably and for the teacher to move around. Children were mostly 

sitting on chairs or more likely on mats. Regardless of what they were sitting on, the actual seating arrangement 

was almost always in rows with individual children sitting one behind the other. Multi-grade grouping, at least in 

terms of two grades sitting together is still prevalent ς although more so in primary grades than in upper primary 

classes. But close to half of all classes observed (44% for Std 4 and 60% for Std 6) have only one grade sitting 

alone. And there is a timetable for the classes, whether 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 classroom 

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 became 

clear that the classroom observations were almost all of language classes (95% 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 teachers 

were doing as well as activities that most students were doing in the same 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 during a thirty minute period (Table 28) it 

appears as though there is a lot of variety and variation, most of these activities were being done by the teacher 

and were related to directly transmitting textbook content to childrenς reading aloud, writing textbook content 

on the blackboard and asking children to write that in their notebooks. 

Table 28. Variation in teaching activities 

% Teachers doing variety of different activities in class (30 min observation period) 

Teaching Activities  Std. 4 Std. 6 

Doing less than 3 activities  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: Patterns of activities were quite similar across visits. Data in this table is based on an average across three 

visits.  

 

Observations from over 400 classrooms suggest that most of the time, most teachers, regardless of grade level, 

use traditional teaching methods. Much of the activity during the class is squarely centered on the textbook and 

is largely teacher driven. For example, most of the 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 were 

observed writing on the blackboard ς usually content from the textbook and in 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 students 

to come to the blackboard and write anything. It was also rare to see teachers ask children to work in groups or 

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 the 

classroom. In most classes, students were observed 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 was relatively less common to see 

students writing (50% of observed classes). But even when children were seen writing, it was mostly copying 

from the blackboard (in 43% of classes) or taking dictation (24%). In hardly any classrooms did we observe 

students doing any 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 classrooms where teachers dominate and 

students are passive. 

 

!ǊŜ ǘŜŀŎƘŜǊǎΩ ƻǿƴ ǊŜǇƻǊǘǎ ŀōƻǳǘ ǘƘŜƛǊ ŀŎǘƛǾƛǘƛŜǎ ǾŜǊȅ ŘƛŦŦŜǊŜƴǘ ŦǊƻƳ ǿƘŀǘ ǘƘŜȅ ŀǊŜ ƻōǎŜǊǾŜŘ ǘƻ ōŜ ŘƻƛƴƎ ƛƴ 

the classroom?  

The answer is yes. As described in the previous chapter, all teachers in the sampled 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.12  Here are some examples of what ǘŜŀŎƘŜǊǎΩ say they do which are very different from what they 

actually observed doing.  

¶ 78.6% teachers reported that they often use teaching-learning materials other than textbooks during a 

class. However, classroom observations do not suggest that this is the case. In less than 17% of 

classrooms was any material other than textbooks visible.  

¶ 81.4% teachers report that they make children often work in small groups. However this was rarely 

observed in the classrooms that were visited on three separate occasions.  

¶ At least half of all teachers surveyed said that they often did activities that were not mentioned in the 

textbook. But the classroom visits indicated that teachers rarely depart from the textbook in any way. 

 

¦ƴŘŜǊǎǘŀƴŘƛƴƎ ǿƘȅ ǘŜŀŎƘŜǊǎΩ ǊŜǎǇƻƴǎŜǎ ŀǊŜ ŘƛŦŦŜǊŜƴǘ ŦǊƻƳ ǘƘŜƛǊ ǇǊŀŎǘƛŎŜ ƛǎ ŀ ƳŀǘǘŜǊ ƻŦ ƛƴǘŜǊǇǊŜǘŀǘion. It is 

possible that teachers know what elements of good teaching are (like group work or assigning tasks to students 

to do on their own, contextualizing tasks, using a variety 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 (in-service or pre-

service) a great deal of attention has to be paid to demonstrate and help teachers to translate theoretical 

ŎƻƴŎŜǇǘǎ ƛƴǘƻ ǇǊŀŎǘƛŎŜΦ YƴƻǿƛƴƎ ŀōƻǳǘ άŎƘƛƭŘ-ŎŜƴǘŜǊŜŘέ ǇŜdagogy is not helpful unless the teachers are actually 

able to do it.13 

Section 3: Teacher-student interaction  

 

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

 

In this study the observation schedule attempted to go beyond the basic characteristics of what teachers and 

students were doing and look for direct and measureable indicators for how the teacher-student interaction 

could be characterized.  

 

Observers were asked to record a few basic kinds of interactions between teachers and students. Here are some 

examples of indicators: 

¶ Did the teacher approach at least three individual students in the middle or back of the class?  

¶ Did the teacher refer to at least three students by name during teaching?  

¶ Did the teacher smile, laugh or joke with the students at all during the class?  

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

 

¢ƘŜǎŜ ƪƛƴŘǎ ƻŦ ǇǊŀŎǘƛŎŜǎ ǿŜǊŜ ŎƻŘŜŘ ŀǎ άǇƻǎƛǘƛǾŜ ŀǘǘƛǘǳŘŜ ǘƻ ǎǘǳŘŜƴǘǎέΦ  

 

 

 

 

                                                           
12One point to keep in mind is that the teachers who were observed in the classroom are a subset of all teachers who filled out the 
teacher-questionnaire.  
13Such discrepancies have been oōǎŜǊǾŜŘ ƛƴ ǇǊŜǾƛƻǳǎ ǎǘǳŘƛŜǎ ŀǎ ǿŜƭƭΦ {ŜŜ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ƻōǎŜǊǾŀǘƛƻƴ ŎƘŀǇǘŜǊ ƛƴ ǘƘŜ άLƴǎƛŘŜ tǊƛƳŀǊȅ 
{ŎƘƻƻƭǎέ ǎǘǳŘȅΦ  
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!ƳƻƴƎ άƴŜƎŀǘƛǾŜέ ǇǊŀŎǘices, we included:  

¶ Did you see the teacher giving corporal punishment to students?  

¶ Did you see the teacher carrying a cane or stick in the classroom?  

¶ Did you hear the teacher using negative language with children?  

 

Finally we used two simple indicators for engagement in teaching.  

 

¶ Did you see the teacher doing any non-teaching work during the class?  

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

 

At least during the observation time, hardly any teachers displayed any negative behavior. In less than 4% cases 

did the observers see any corporal punishment, teachers carrying a cane or stick or using negative or derogatory 

language?  Also while the observations were going on, hardly any teachers were seen doing any non-teaching 

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 or 

back of the class. In almost as many classes we saw teachers addressing individual students by name. But it was 

far less common to see teachers smiling or joking with the students (11%). Of course this can easily be attributed 

to the presence of the observer in the classroom. 

 

Table29. Teacher-student interactions: Positive activities 

Observed 

activities 

Low Medium High 

Total % 0 or 1 positive 

activities 
2 positive activities 

3 or 4 positive 

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 across three visits.  

 

Based on Table 29, we can see that in at least half of all observed classrooms, teachers did two or more positive 

activities that showed their positive attitude to their students.  

 

Conclusion 

 

Through the study period, the three visits to the sampled schools and the classroom observations in the sampled 

ƎǊŀŘŜǎΣ ƛǎ ƘŜƭǇŦǳƭ ƛƴ ǇǊƻǾƛŘƛƴƎ ŀ ƎƭƛƳǇǎŜ ƻŦ ōŀǎƛŎ ǘŜŀŎƘƛƴƎ ǇǊŀŎǘƛŎŜǎ ƛƴ .ƛƘŀǊΩǎ ŜƭŜƳŜƴǘŀǊȅ ǎŎƘƻƻƭǎΦ hǾŜǊŀƭƭΣ ǘƘŜ 

data shows that most of the teaching happens in a typical and traditional way. Classrooms in Bihar are limited in 

the range of teaching-learning activities that take place, focusing heavily on textbook driven rote-repetition, 

chalk-talk methods. Children sit in rows and work individually. There is hardly any group work. The textbook is at 

the center of the interactions in the class. Textbook content is transmitted by teachers mainly by reading and 
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writing on the board. There is not much activity done by teachers or students that does not involve the textbook. 

There was no corporal punishment during the observation period.  

 

As more investment is done in Bihar in teacher training and professional development over the next few years, 

the substance of classroom interactions may change. Interactive practices in teaching, active participation of 

students, group work and reliance on a greater variety of teaching-learning materials may all look different if such 

classroom observations are done some years from now. However, to move away from ingrained and traditional 

teaching practices, teacher traiƴƛƴƎ Ƴŀȅ ƴŜŜŘ ǘƻ ƘŀǾŜ άƭŜŀǊƴƛƴƎ ōȅ ŘƻƛƴƎέ ŎƻƳǇƻƴŜƴǘǎΣ ƛƴ ǿƘƛŎƘ ŘƛŦŦŜǊŜƴǘ 

classroom interactions are demonstrated and modeled and teachers are asked to practice. On-going and 

effective mechanisms of field based support will need to be developed to change teaching habits 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 of 

teaching practice but there are many other attributes that are less immediately visible. Subject matter 

knowledge, ability to communicate, skill in translating curriculum content into classroom activities, classroom 

management, keeping students effectively engaged and empathy towards students ς are all essential ingredients 

for teaching well.  

 

It is worth remembering that this study covers 400 schools in Bihar and more than 2200 elementary school 

teachers. The approach of this research is quantitative. Despite the scale and scope of this work, we still wanted 

ǘƻ ƛƴǾŜǎǘƛƎŀǘŜ ǘŜŀŎƘŜǊǎΩ ǎǳōƧŜŎǘ ƳŀǘǘŜǊ ƪƴƻǿƭŜŘƎŜΣ ǘƘŜƛǊ ŀōƛƭƛǘȅ ǘƻ ŎƻƳƳǳƴƛŎŀǘŜ ǘƻ ŎƘƛƭŘǊŜƴ ŀƴŘ ǘƘŜƛǊ ŀōƛƭƛǘȅ ǘƻ ōŜ 

ŦƭŜȄƛōƭŜ ǘƻ ŎƘƛƭŘǊŜƴΩǎ ƴŜŜŘǎΦ  

 

The framework used for this section of the study builds on accumulated experiences and lessons learned from 

empirical work done in the last ten years in India.1415 This study is the third in a series of studies done in India that 

have attempted to tackle questions of teacher capability to teach.16In 2007-2008, Kingdon and Banerji used 

teacher assessments of a similar kind in a study of government and private primary schools in Bihar and Uttar 

Pradesh. This research provided useful insights into teachers and teaching across government primary schools 

and private schools in the two states. In 2007-2008, the then new government had just begun to make major 

investments in building new schools, recruiting teachers and universalizing enrollment. That study put side by 

side with the current one provides interesting comparisons and contrasts. The Bihar-Uttar Pradesh study laid the 

foundations of a larger effort called άLƴǎƛŘŜ tǊƛƳŀǊȅ {ŎƘƻƻƭǎέ which covered close to 1000 primary schools in five 

states across India.17 
 

As has already been discussed, the framework used here builds on previous work in India and is anchored to the 

reality of classrooms in India and 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 language and math in elementary 

                                                           
14 This study cannot be compared with studies of teachers and teaching done in other countries; as there are none internationally that use 
similar techniques and instruments. There may be a missed opportunity here as the teacher assessment part of this study could have been 
ŎƻƳǇŀǊŜŘ ǘƻ ǎǘǳŘƛŜǎ ŘƻƴŜ ōȅ ǘƘŜ ²ƻǊƭŘ .ŀƴƪΩǎ {ŜǊǾƛŎŜ 5ŜƭƛǾŜǊȅ LƴŘƛŎŀǘƻǊǎ tǊƻƎǊŀƳ ǿƘƛŎƘ ǳǎŜǎ ŀ ǎƛƳƛƭŀǊ ŀǇǇǊƻŀŎƘΦ !ƭǘƘƻǳƎƘ ǘƘere is no 
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 states in the last 
twenty years. 

 
16 Members of the current research team have been involved in each of these studies. 
 
17 The Bihar and Uttar Pradesh study of 2007-2008 (Kingdon and Banerji) was supported by a research grant from the Spencer Foundation. 
¢ƘŜ ǎǳōǎŜǉǳŜƴǘ ǎǘǳŘȅ άLƴǎƛŘŜ tǊƛƳŀǊȅ {ŎƘƻƻƭǎέ funded by UNICEF and supported by MHRD was based on the experiences and learnings 
from SchoolTELLS. This was carried out by ASER Centre/Pratham in 2010-11. (http://www.asercentre.org/p/62.html) 
 

http://www.asercentre.org/p/62.html
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school grades. Three broad categories of practices were selected for closer investigation using pen-paper written 

format. These were: 

 

¶ ά/ƻǊǊŜŎǘƛƴƎέ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪ ŀƴŘ ƛƴŦŜǊǊƛƴƎ ǿƘŀǘ ŎƘƛƭŘǊŜƴ ƪƴƻǿκŘƻƴΩǘ ƪƴƻǿ ŦǊƻƳ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪΥ ! 

ǎǳōǎǘŀƴǘƛŀƭ ǇŀǊǘ ƻŦ ǘŜŀŎƘŜǊǎΩ ǘƛƳŜ ōƻǘƘ ƛƴǎƛŘŜ ŀƴŘ ƻǳǘǎƛŘŜ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ƛǎ ǎǇŜƴǘ ƻƴ άŎƻǊǊŜŎǘƛƴƎέ 

ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪΦ ²Ƙŀǘ ŜȄŀŎǘƭȅ Řƻ ǘŜŀŎƘŜǊǎ Řƻ ǿƘŜƴ ǘƘŜȅ ŎƻǊǊŜŎǘΚ 5ƻ ǘƘŜȅ ǎƛƳǇƭȅ άŎƻǊǊŜŎǘέ ŀƴŘ ǇǊƻǾƛŘŜ 

ǘƘŜ ǊƛƎƘǘ ŀƴǎǿŜǊΚ 5ƻ ǘŜŀŎƘŜǊǎ ǳǎŜ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪ ŀǎ ŀ ǎƻǳǊŎŜ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ ŦƻǊ ǘŜŀŎƘƛƴƎΚ ! ǎŜǘ ƻŦ 

questions were included in the teacher assessment questionnaire. These items are based on actual 

ǎŀƳǇƭŜǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪ ƛƴ ƭŀƴƎǳŀƎŜ ŀƴŘ ŀǊƛǘƘƳŜǘƛŎ ŀƴŘ ǳǎŜŘ ǘƻ ŜȄǇƭƻǊŜ ǘŜŀŎƘŜǊ ǇǊŀŎǘƛŎŜ ŀǊƻǳƴŘ 

άŎƻǊǊŜŎǘƛƻƴǎέΦ ¢ƘŜ ƻōƧŜŎǘƛǾŜ ǿŀǎ ǘƻ ōǊƛƴƎ ǘƘŜ ǊŜŀƭƛǘȅ ƻŦ ǘƘŜ ŎƭŀǎǎǊƻƻƳǎ ƛƴǘƻ this exercise.  

¶ Explaining content using language and methods that could be easily understood by children: It is quite 

common in India to find that the grade level textbook content and language is too difficult for children. 

One of the challenges of teachiƴƎ ƛǎ ǘƻ ŘŜǾŜƭƻǇ ŀ άōǊƛŘƎŜέ ōŜǘǿŜŜƴ ǿƘŀǘ ǘƘŜ ŎƘƛƭŘ ƛǎ ǎǳǇǇƻǎŜŘ ǘƻ ƪƴƻǿ 

and what the child currently knows. Thus being able to explain concepts and content in an accessible and 

systematic way is an important skill for teachers to have and to use. A set of tasks were included in the 

ǘŜŀŎƘŜǊ ŀǎǎŜǎǎƳŜƴǘ ǉǳŜǎǘƛƻƴƴŀƛǊŜ ǘƻ ǎŜŜ ǿƘŜǘƘŜǊ ǘŜŀŎƘŜǊǎ ŀǊŜ ŀōƭŜ ǘƻ άōǊƛŘƎŜέ ǘƘƛǎ ƎŀǇΦ ¢ƘŜǎŜ ǘŀǎƪǎ 

include asking teachers to summarize a given text or requesting them to use easy language to explain 

difficult words, and having them write step by step solutions to given math problems. 

¶ Developing new tasks (questions) based 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 beyond what is given 

in textbooks. This is needed for many reasons, and at least two are explored in this study. First ς is the 

teacher able to make contextually relevant questions that his or her children can relate to? The relevance 

could be with respect to language (i.e. is it local? Is it accessible?); the relevance could be tied to local 

contexts and realities and also linked to the level of childrenΩǎ ŀōƛƭƛǘȅ ǘƻ ŎƻƳǇǊŜƘŜƴŘΦ Second ς is the 

teacher able to go beyond the boundaries of what is given in the textbook and make efforts to link 

curricular content to everyday life of students?18 

 

In the language and in the math sections that follow, more details will be discussed for each of these domains 

and how they are operationalized for use in the teacher questionnaire. 

 

Just to reiterate - 400 government schools were covered in this study ς 100 schools from each of the four 

districts (Purnia district in the north-eastern part of the state bordering West Bengal, East Champaran from the 

north-west near Uttar Pradesh, Jamui from the south-east and Rohtas from the south-west). In each district, half 

of the schools in the study are primary schools and the rest of the schools have primary and upper primary 

sections. 2206 government school teachers in these districts completed the teacher questionnaire. The grading 

of the teacher survey questionnaire was done by a team selected by Bihar Government State Council of 

Educational Research and Training (SCERT), assisted by staff from ASER Centre. Decisions on the grading rubrics 

and other criteria were jointly developed by this team.  

                                                           
18The fundamental premise of CCE (comprehensive and continuous evalǳŀǘƛƻƴύ ǘƘŀǘ ƛǎ ƳŀƴŘŀǘŜŘ ƛƴ LƴŘƛŀΩǎ Right to Education Act is based 
on the ability of teachers to be able to assess their children in a flexible and ongoing way. Hence teachers 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 sampled schools. All 

teachers in sampled schools (both from primary sections and upper primary sections) were asked to participate 

in both math and language assessments. The assessment was administered in a group. i.e., all teachers were 

seated in a classroom at the same time. There were two sample questionnaires for each subject. Teachers sitting 

adjacent to each other 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 itself. 

Surveyors gave the instructions only at the start of the exercise. They did not resolve any questions/doubts 

during the test. The surveyors were told not to provide any additional instructions or examples that were not 

written in the questionnaire. The surveyors ensured that teachers did not consult with each other during the 

assessment. Every teacher was supposed to work on their own answer sheet and hand that in. Thus all data in 

ǘƘƛǎ ǎŜŎǘƛƻƴ ƛǎ ōŀǎŜŘ ƻƴ ǘŜŀŎƘŜǊǎΩ ǎŜƭŦ-reported responses that were collected in a pen-paper format. 

 

Section 2: Teacher questionnaire / Teacher assessment: Math 

 

The framework for assessment of teaching is anchored around the following broad domains19 (Table 30). 

 

Table 30. Framework for mathematics assessment 

 Domains Description of tasks 

1  ¦ƴŘŜǊǎǘŀƴŘƛƴƎ ŎƘƛƭŘǊŜƴΩǎ 

mistakes  

Can teachers identify and correct mistakes commonly 

made by children? 

2  Explaining processes and solving 

problems  

(This is a combination of 

content knowledge & ability to 

explain)  

Can teachers apply themselves to and solve problems as 

well as explain the method (arithmetic, mensuration, 

data interpretation percentage computations, and 

unitary method)?  

3  Developing questions/problems  Can teachers create appropriate and relevant questions 

for children on given topics?  

 

Let us discuss each of these items in some detail: we will then lay out the findings, interpretations and 

implications for action. For each item and wherever possible we will describe each task, outline how grading was 

ŘƻƴŜΣ ǇǊƻǾƛŘŜ ŜȄŀƳǇƭŜǎ ƻŦ ǘŜŀŎƘŜǊǎΩ ǿƻǊƪ ŀƴŘ ǎǳƳƳŀǊƛȊŜ ǘŜŀŎƘŜǊǎΩ ǇŜǊŦƻǊƳŀƴŎŜΦ It is worth remembering that 

the assessment part of the questionnaire was only one part of a much longer survey that was given to teachers. 

Given the constraints of time, only a limited set of questions could be asked that explored the teaching of the two 

subjects.20Despite these limitations, the data that was collected provides valuable inputs and suggestions into 

future directions.  

 

                                                           
19 In the design stage, there were detailed discussions with different officials of Bihar government including SCERT and senior officials of 
.ƛƘŀǊ DƻǾŜǊƴƳŜƴǘΩǎ 5ŜǇŀǊǘƳŜƴǘ ƻŦ 9ŘǳŎŀǘƛƻƴΣ ǿƛǘƘ ²ƻǊƭŘ .ŀƴƪ ǎǘŀŦŦ ŀƴŘ ǿƛǘƘ ŜȄǇŜǊǘǎΦ   
20 Apart from the teacher assessment questionnaire being discussed in this section, teachers 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 asked), the teacher assessment 
section is perhaps shorter than if only this section had been administered separately.   
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ά/ƻǊǊŜŎǘƛƻƴǎέ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƳƛǎǘŀƪŜǎ  

 

If you talk to an elementary school teacher in India about challenges in teaching, sooner or later the teacher will 

bring up the issue of how much of her ǘƛƳŜ ƎƻŜǎ ƛƴ άŎƻǊǊŜŎǘƛƻƴǎέ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ǿǊƛǘǘŜƴ ǿƻǊƪ ŀƴŘ ƻŦ Ƙƻǿ ǘƛƳŜ-

consuming it is to keep up with corrections especially with ƭŀǊƎŜ ŎƭŀǎǎŜǎΦ LŦ άŎƻǊǊŜŎǘƛƻƴǎέ ŀǊŜ ƛƴŘŜŜŘ ŀ ƳŀƧƻǊ 

activity, then it is worth understanding different dimensions of how teachers cope with corrections. 

 

Lƴ ǘƘŜ ƳŀǘƘ ŀǎǎŜǎǎƳŜƴǘ ƻŦ ǘƘƛǎ ǎǘǳŘȅ ǿŜ ŦƻŎǳǎŜŘ ƻƴ ǘƘǊŜŜ ŀǎǇŜŎǘǎ ƻŦ άŎƻǊǊŜŎǘƛƻƴǎέΦ These included:  

¶ First, can the teacher correctly identify the mistakes the child is making? 

¶ Second, can the teacher show how to get to the correct answer?  

¶ TƘƛǊŘΣ ǿƘŀǘ Ŏŀƴ ǘƘŜ ǘŜŀŎƘŜǊ ǎŀȅ ŀōƻǳǘ ǿƘŀǘ ŀ ŎƘƛƭŘ ƪƴƻǿǎ ƻǊ ŘƻŜǎƴΩǘ ƪƴƻǿ ŀŦǘŜǊ looking at his/her written 

work? 

To explore these three aspects we used two tasks ς one was a division problem and the other a two digit addition 

ǇǊƻōƭŜƳΦ .ƻǘƘ ǘƘŜǎŜ ŜȄŀƳǇƭŜǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪ ŀǊŜ ōŀǎŜŘ ƻƴ ǾŜǊȅ ŎƻƳƳƻƴ ƳƛǎǘŀƪŜǎ ǘƘŀǘ ŎƘƛƭŘǊŜƴ in primary 

grades make in computations.  

 

ά/ƻǊǊŜŎǘƛƴƎέ ŘƛǾƛǎƛƻƴ 

/ƘƛƭŘǊŜƴ ƻŦǘŜƴ ƘŀǾŜ ŘƛŦŦƛŎǳƭǘȅ ǿƛǘƘ ǎƻƭǾƛƴƎ άƭƻƴƎέ ŘƛǾƛǎƛƻƴ ǇǊƻōƭŜƳǎΦ ²Ŝ ŎƘƻǎŜ ǘƘƛǎ ŀǎ ŀƴ ŜȄŀƳǇƭŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ 

work. The teacher was shown how three different students solved a three digit by one digit long division 

numerical problem. The teacher was then asked to identify which child had done the problem correctly. And as 

the logical next step, the teacher was asked to show step by step how to solve the problem.21 (Figure 2). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

                                                           
21 ¢Ƙƛǎ ǉǳŜǎǘƛƻƴ Ƙŀǎ ǘǿƻ ǇŀǊǘǎΥ ƻƴŜ ǇŀǊǘ ƛǎ ŀƭƛƎƴŜŘ ǘƻ ŘƻƳŀƛƴ мΣ ǿƘƛŎƘ ŀǎǎŜǎǎŜǎ ǘƘŜ ŀōƛƭƛǘȅ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ŎƘƛƭŘǊŜƴΩǎ ƳƛǎǘŀƪŜ ŀƴŘ the other 
part is aligned to domain 2, which assesses the ability to explain processes and solve problems. In the teacher questionnaire, an example 
was shown of how to solve step-by-step, a three digit by one digit numerical problem in division.   



37 
 

Figure 2: Sample question ς Can teachers do division with all the steps? 

 
 

Table 31 shows that close to 80% of all teachers are able to correctly identify which child did the division problem 

correctly. But it is worth noting that 16% could not identify the correct response and 4% did not attempt this 

question.  

 

Table 31. Identifying children's mistakes 

% TeachŜǊǎ ǿƘƻ ƛŘŜƴǘƛŦƛŜŘ ǘƘŜ ŎƻǊǊŜŎǘ ƻǇǘƛƻƴ ŦǊƻƳ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪ  

Correctly identified which child had done the problem correctly  79.8 

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

No response  4.2 

Total  100 

 

Showing all computational steps coǊǊŜŎǘƭȅ ŀǎ ǇŀǊǘ ƻŦ άŎƻǊǊŜŎǘƛƻƴέ 

In the second part of the question, an example was shown depicting all the steps that are needed to clearly 

explain the processes involved in solving a division problem (3-digit by 1-digit). Textbooks and teacher guides also 

have such examples. This is a very common task; typically as part of regular classroom practice; the teacher 

writes down the correct steps on the blackboard for the children to see.  To succeefully complete this task in the 

questionnaire, teachers had to write down the correct process and steps for solving the problem. It was expected 

In Part 2a, the teachers 

were asked to identify 

the correct option from 

ŎƘƛƭŘΩǎ ǿƻǊƪΦ 

In Part 2b, the teachers 

were to solve a similar 

division problem 

clearly showing all the 

steps involved.  

One example was 

provided to illustrate 

how to answer the 

question.  

In this scanned 

example the teacher 

has marked a wrong 

option and also done 

the division problem 

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

expected. 

 

To grade whether the teacher was able to explain all the steps correctly we used three criteria: (a) was the 

teacher able to solve the division task correctly - were the quotient and the remainder correct? (b) Did the 

teacher show all necessary steps? (3 steps needed to be shown) (c) In the steps shown, 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 of 

teachers could solve the division problem correctly (Table 32). Being able to understand and solve numerical 

division problems is a key part of the primary school math curriculum and a basic competency that needs to be in 

place before moving to higher skills. This type of question may be a good proxy for a whole host of capabilities 

related to knowing and being able to teach basic mathematical operations. 

 

Table 32 Solving division problem with steps 

% Teachers who solved the 

division problem correctly 

Solved correctly Solved 

incorrectly 

No response Total 

77.8 13.9 8.3 100 

Of those who solved the 

problem correctly, % who 

showed steps correctly  

All 3 steps 

correctly 

At least 2 steps 

shown 

Less than 2 steps shown 

correctly 

10.5 46.5 53.5 

 

From the data, it is clear that close to 80% of all teachers know the right answer so it can be assumed that 

content or subject matter knowledge is not the problem.22 However, in explaining the steps of how to solve a 

math problem, about half of all teachers missed one step in solving the division problem. In 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 with 

27. The divisor 9 exceeds the second digit of the dividend 2 and therefore zero will have to be written before 

dealing with the next digit 7 which makes the number 27. From option 2 in both samples, we can see that is 

where the child has made a mistake. Hence it is important to deal clearly with each step in the computation. Not 

showing all computational steps could result in children not acquiring fundamental concepts to be proficient in 

this competency area. In teacher training or in providing on-site support, it will be useful to reinforce the point 

that all steps should be clearly put down when teaching children how to solve problems. Even just following the 

methods outlined in the textbooks and teacher guides would be a good idea.  

 

Another question in the teacher questionnaire: In Std 5 and 6 children are taught how to use operations and 

brackets ς BODMAS (BODMAS requires computation of multiple mathematical operations such as division, 

multiplication, addition and subtraction, which are given in brackets,). Teachers were shown a problem and the 

                                                           
22 For about 20% of teachers, even a basic competency like this one may be a problem. Such exercises can be used in pre-service or in-
service training. During training such teachers need to be identified and given extra attention. Follow 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 needed ǘƻ άŎƻǊǊŜŎǘέ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪ ŀƴŘ ŘŜŎƛŘŜ ǿƘƻ 

had got the correct answer.  

 

[ƛƪŜ ƛƴ ǘƘŜ ǇǊŜǾƛƻǳǎ ǘŀǎƪǎΣ ŀǇǇǊƻȄƛƳŀǘŜƭȅ ул҈ ƻŦ ǘŜŀŎƘŜǊǎ ƳŀǊƪ ǘƘŜ ŎƻǊǊŜŎǘ ǎǘǳŘŜƴǘΩǎ ǿƻǊƪ ŀǎ Ŏƻrrect. Here too 

special attention is needed as well as on-going training is essential for the 20 % whose basic mathematical 

knowledge is weak.  

 

Understanding what children know from analyzƛƴƎ ǘƘŜƛǊ άƳƛǎǘŀƪŜǎέ  

This task explored teachersΩ ability to learn from ŎƘƛƭŘǊŜƴΩs mistakes. ! ǎŀƳǇƭŜ ƻŦ ŀ ŎƘƛƭŘΩǎ ǿƻǊƪ ƛǎ ǎƘƻǿƴ ƛƴ CƛƎǳǊŜ 

3. This is a ǾŜǊȅ ŎƻƳƳƻƴ ƳƛǎǘŀƪŜΦ /ƘƛƭŘǊŜƴ Ŏŀƴ ŀŘŘ ǎƛƴƎƭŜ ŘƛƎƛǘ ƴǳƳōŜǊǎ ōǳǘ ŘƻƴΩǘ quite know what to do when 

there is a carryover. Here, the child has attempted to add two 2-ŘƛƎƛǘ ƴǳƳōŜǊǎ ǿƛǘƘ άŎŀǊǊȅ-ƻǾŜǊέΦ т ǎǘŀǘŜƳŜƴǘǎ 

were given. Based on the given example of a childΩǎ ǿƻǊƪΣ ǘŜŀŎƘŜǊǎ ǿŜǊŜ ŀǎƪŜŘ ǘƻ ŎƛǊŎƭŜ ǘƘŜ ƻǇǘƛƻƴǎ ǘƘŀǘ ǘƘŜȅ 

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 on the basis of the options 

circled (Could the teachers identify the four statements that were true?). 

 

CƛƎǳǊŜ оΥ ¢Ƙƛǎ ǘŀǎƪ ŜȄǇƭƻǊŜǎ ǘƘŜ ŀōƛƭƛǘȅ ƻŦ ǘŜŀŎƘŜǊǎ ǘƻ ƭŜŀǊƴ ŦǊƻƳ ŎƘƛƭŘǊŜƴΩ ƳƛǎǘŀƪŜǎ

 
Translated into English, the seven statements would read as follows:  

This child  

1. Needs to learn place value with numerals  

2. Needs to learn addition with carryover  

3. Does not need to learn simple addition without carryover  

4. Needs to learn simple addition without carryover  

5. Needs to get a conceptual understanding of the number line  

6. Knows how to add numbers between 1 and 10  

7. Knows how to add numbers between 10 and 100  

 

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 chƛƭŘΩǎ ǿƻǊƪΚ Table 33 shows how 

teachers dealt with this question. Less than 3% were able to identify all four true statements and at least half the 

teachers identified at least one true statement. 

 

Table 33. Identifying correct statements based on children's work 

% of Teachers who 

correctly identify 

the true 

statements 

Number of statements identified correctly by teachers 

None 1 out of 4 2 out of 4 3 out of 4 4 out of 4 
No 

response 
Total 

20.4 47.1 10.7 6.7 2.3 12.6 100 

 

Concrete examples such as the saƳǇƭŜ ƻŦ ŀ ŎƘƛƭŘΩǎ ǿƻǊƪ ŀǎ ǎƘƻǿƴ ŀōƻǾŜ ŀǊŜ ǊŀǊŜƭȅ ŘƛǎŎǳǎǎŜŘ ƛƴ ǘŜŀŎƘŜǊǎΩ 

trainings in India. And yet these are the realities of teaching and need to be dealt with practically. Looking at the 

distribution of scores for this item, it is possible that the instructions were misinterpreted; respondents may have 

thought that only one option needs to be circled. Still, it would be useful to use these kinds of tasks in future 

efforts or even at the beginning of training sessions in primary grade maths, in exploring what 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 provide 

important clues for what needs to be taught or reinforced. The ability to learn from ŎƘƛƭŘǊŜƴΩǎ ǿork is essential 

for good teaching. An effective teacher 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 in 

their childǊŜƴΩǎ ƭŜŀǊƴƛƴƎ ƻǊ ŦƻŎǳǎ ƻƴ ǿƘŀǘ ŎƘƛƭŘǊŜƴ ŀǊŜ ƴƻǘ ŀōƭŜ ǘƻ ŘƻΣ ǘƘŜƴ ƛǘ ƛǎ ƭƛƪŜƭȅ ǘƘŀǘ such children will get 

άƭŜŦǘ ōŜƘƛƴŘέ ŀǎ ƻǘƘŜǊǎ ƳƻǾŜ ahead to progressively harder concepts or skills. Carefully looking ŀǘ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪ 

may be one way in which children Ŏŀƴ ōŜ ǇǊŜǾŜƴǘŜŘ ŦǊƻƳ ƎŜǘǘƛƴƎ άƭŜŦǘ ōŜƘƛƴŘέΦ !ƴŘ ŀǎ ƻǳǘƭƛƴŜŘ ŜŀǊƭƛŜǊΣ ǘƘŜǎŜ ŀǊŜ 

the kinds of skills that are needed if we are to depend on teachers to do CCE (continuous comprehensive 

evaluation) and if CCE is to be the main mechanism for connecting assessment to instruction.  

 

Explaining processes and solving problems  

 

Effective teaching has many dimensions. One such key skill is the teacherΩǎ ŀōƛƭƛǘȅ to explain a process clearly and 

correctly. The best way to judge how a teacher is able to explain is to actually 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 and 

ƎǊŀŘŜǊǎ ŀƴŘ ƳǳŎƘ ƳƻǊŜ ǘƛƳŜΦ CƻǊ ǘƘƛǎ ǎǘǳŘȅΣ ǿŜ ǿŀƴǘŜŘ ǘƻ ƎŜǘ ŀ ǎŜƴǎŜ ƻŦ ǘŜŀŎƘŜǊǎΩ ŎǳǊǊŜƴǘ ŀōƛƭƛǘȅ ǘƻ explain basic 

mathematical processes especially with respect to those that are commonly used in elementary school 

classrooms. We wanted to do this on scale (about 2200 teachers) and so we resorted to a pen-paper exercise 

where the teachers wrote explanations step-by-step. We used a variety of topics and types of formats for 

questions in order to do this. Topics included 

 

¶ Use of operations and brackets ς BODMAS (numerical computation)  

¶ Percentage problems (word problem)  

¶ Area problem (word problem)  



41 
 

 

In some cases, examples were given and in other cases they were not. But in all cases, there were clear 

instructions about clearly writing the process step-by-step and in the right sequence. What to write was also 

specified. Examples were given to lay out expectations and clear instructions were given if we wanted teachers to 

write formulas, units, statements and mathematical operations.  

 

Ability to do and explain numerical mathematical operations: BODMAS  

This task has two parts. The first part assesses the ability of the teacher to carry out the basic mathematical 

operations (BODMAS); 80% of teachers got the correct answer. The second part requires them to lay out the 

steps clearly (see Figure 4.1). It is expected that students in grades 5-6 will be able to solve these types of 

problems. 

 

Figure 4.1: Do teachers know BODMAS?-Sample incorrect response 

 
 

¢ŜŀŎƘŜǊǎΩ ǿƻǊƪΣ ƛƴ ǘŜǊƳǎ ƻŦ ŎƭŜŀǊƭȅ ǿǊƛǘƛƴƎ Řƻǿƴ ǎǘŜǇǎ ƛƴ ǘƘŜ ŎƻǊǊŜŎǘ ǎŜǉǳŜƴŎŜΣ ǿŀǎ ƎǊŀŘŜŘ ƛƴ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ǿŀȅΥ 

Did the teacher (a) solve the BODMAS problem correctly? (i.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 BODMAS?-Sample correct response 

 

After reading the 

problem teachers were 

supposed to : 

¶ Identify the correct 
answer out of the 4 
options 

¶ Solve the problem 
correctly with all steps 
involved 
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The content area (BODMAS) assessed 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 steps to arrive at the 

correct answer (Table 34). During teacher training, it is important to identify and help those who cannot do such 

operations. 

 

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

%Teachers Solved correctly 

(Final answer is 

correct) 

Solved 

incorrectly 
No response Total 

74.7 7.4 17.9 100 

Of those who got the answer correct, % teachers 

who showed steps 

All 4 steps correct At least 3 steps correct 

78.8 86.5 

 

Ability to solve word problems and show the process of solving step-by-step: Perimeter 

The problem solving template was divided into 3 sections (see Figure 5): one section to write the formulas; 

another section to write the final correct answer and a final section to write the mathematical processes and 

explanations. The teachers had to write the formulas that were used to solve the problem and solve the problem 

and lay out each of the steps in sequence (the steps had to include descriptive statements and mathematical 

operations). 

¢ŜŀŎƘŜǊǎΩ ǿƻǊƪ ǿŀǎ ƎǊŀŘŜŘ ƛƴ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ǿŀȅ: (a) Did the teacher use the correct formula for perimeter (b) 

was the teacher able to 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 of 

the field and the cost for fencing it. 
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The first noticeable 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 question 

difficult. For each of the distinct tasks that were laid out, only about a third of all teachers are able to do it 

correctly and completely. It is worrying that the final answer was not correct for such a large proportion of 

teachers. The percentage of respondents, who got the correct and complete answer and showed all steps 

systematically, is quite low at 12%.  

The content area (mensuration) assessed in this task is part of the upper primary curriculum and is an important 

competency. What does the data indicate? Table 35 shows that many teachers may lack sufficient knowledge of 

upper primary math concepts. The findings certainly support the hypothesis that a substantial proportion of 

teachers need to be oriented on 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? 

 

 
 

 

Table 35. Solving perimeter problem step-by-step 

Teachers were 

asked to solve a 

word problem. In 

solving the word 

problem the 

teachers had to 

apply concepts of 

perimeter and 

unitary method 

Detailed example 

was given 

explaining what 

was expected. 

Children are 

expected to do 

such problem by 

Std 5 

A correct response 

in shown 
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% Teachers who can solve the perimeter problem and show steps correctly and in sequence 

% Teachers who got: Correct 
Incorrect or 

incomplete 
No response Total % 

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 correct 

unit) 
33.5 41.9 28.6 100 

All steps written correctly and final 

answer correct 
12.3 76.3 11.4 100 

 

 

Ability to solve word problems and show the process of solving step-by-step: Percentages  

By the time, students reach Std. 5 and 6, it is expected that they will be able to solve word problems that require 

percentage calculations and use of the unitary method. Percentages are also needed in everyday calculations; 

such computations are used routinely in daily life. Therefore, teachers should be able to do them and show 

students how such problems are solved.  

 

The actual question included in the tŜŀŎƘŜǊ ǉǳŜǎǘƛƻƴƴŀƛǊŜ ƛǎ ǘƘŜ ŦƻƭƭƻǿƛƴƎΥ άпу ǎǘǳŘŜƴǘǎ ŀǊŜ ŜƴǊƻƭƭŜŘ ƛƴ ƻƴŜ ŎƭŀǎǎΦ 

¢ƻŘŀȅ ос ǎǘǳŘŜƴǘǎ ŀǊŜ ǇǊŜǎŜƴǘΦ ²Ƙŀǘ ǇŜǊŎŜƴǘŀƎŜ ƻŦ ǎǘǳŘŜƴǘǎ ƛǎ ŀōǎŜƴǘΚέ(See Figure 6)23. Such calculations should 

be a part of the daily life of the school.  

 

The problem can be solved 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 do 

the mathematical calculations arriving at the correct answer. This 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) Did 

the teacher write all descriptive statements? (c) Did the teacher show all mathematical computations correctly?  

 

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

the correct final answer, most teachers did not write down all steps in a systematic way. Again this gap can easily 

be addressed in teacher training as well as through on-site support to teachers. 

Table 36. Solving percentage problem step-by-step 

% Teachers who can solve the percentage problem and show steps correctly and in sequence 

% Teachers Correct Incorrect No response Total 

Final answer  64.1 16.1 19.8 100 

Final answer & steps/computations (in both 

parts) written down  

37.1 28.9 33.8 100 

Final answer and all steps (including 

mathematical statements and computations)  

15.1 51.1 33.5 100 

                                                           
23 In sample 2 of the teacher questionnaire, the same problem has different numbers ς 68 students are enrolled and 51 are present. So 
what percentage is absent?   
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Here are some sampƭŜǎ ƻŦ ǘŜŀŎƘŜǊǎΩ ǿƻǊƪ (Figure 6). 

Figure 6: Can teachers show how a percentage problem is to be done?-Sample of teacher responses 

 
 

However, those who could not solve the problem (regardless of whether they could write down the steps or not) 

are a source of concern. The fact that one out of every three teachers is unable to solve such a problem, points to 

a serious situation. How to identify such teachers as early as possible and how to give them extra attention is 

something that 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 of 

children should be connected 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, if CCE (comprehensive 

continuous evaluation) is to be taken as a guiding principle for teaching-learning 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 do 

and develop assessment tasks accordingly.  

 

Creativity, flexibility and the ability of creating contextually relevant tasks is assessed here in the following way. 

Teachers were asked to develop questions/problems for children based on a set of instructions. The actual task is 

shown in Figure 7. 

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

In this example the teacher has 
worked out the final answer 
correctly but has not shown the 
statements or the steps clearly. 
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Figure 7: Sample of developing questions for children based on context 

 
 

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 operations other than the ones given to 

them. In addition to this, the context of the question and the vocabulary should be familiar so that students can 

comprehend them.  

¢ŜŀŎƘŜǊǎΩ ǿƻǊƪ ǿŀǎ ƎǊŀŘŜŘ ƛƴ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ǿŀȅΥ  

¶ Mathematical appropriateness: Did the teachers use only the given numbers and the mentioned 

mathematical operations (addition and subtraction)?  

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

 

{ƻƳŜ ŜȄŀƳǇƭŜǎ ƻŦ ǘŜŀŎƘŜǊǎΩ ǿƻǊƪ ŀǊŜ ǎƘƻǿƴ ƛƴ CƛƎǳǊŜǎ уΦм ǘƻ уΦоΦ 

Figure 8.1:  Can teacher develop questions- Sample response with incorrect answer 

 

 

 

 

Figure 8.2:  Can teacher develop questions- Sample response with incorrect answer 

 

 

 

 

 

 

 

Use the following numbers: 430, 56, 60 and addition and subtraction as 
operation to create a problem. 
 
 

In this example the 
teacher could not use 
the mathematical 
operations and construct 
an appropriate scenario 
for embedding the word 
problem. 
 

This example reflects 
inability to construct a 
logical and realistic 
scenario for the word 
problem. (Example: no 
one can have 430 toys) 
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Figure 8.3:  Can teacher develop questions -Sample response with incorrect answer 

 

 

 

 

 

 

Teachers seem to have difficulty in generating their own word problems. A substantial number of teachers did 

not attempt this question. Although some teachers were able to develop word problems that were 

mathematically appropriate, logical and practical, many struggled to do this task.  

 

Interpreting data  

 

Data representation and interpretation of data from tables and other visual material is becoming increasingly 

important in math classrooms, especially in middle school. It is common to see such content in textbooks and in 

assessments. One such task was given to teachers in the teacher assessment. A table with information about 

population in four villages is presented (Figure 9). The data includes figures on total male, female and child 

population. 

 

The problem has 5 sub-questions to be answered. In order to answer the questions, the data in the table had to 

be understood, interpreted and applied. Teachers work was graded in the following way: did the teacher get the 

correct answer to each sub-question?  

 

Nearly half the number of teachers were able to answer all sub-questions correctly (see Table 37). Another 25% 

could answer 4 out of 5 sub-questions correctly. This implies that for the remainder - 25% of teachers - activities 

related to data interpretation and application was a problem. Increasingly in ǘƻŘŀȅΩǎ world being able to make 

sense of information is becoming important. Within the domain of data handling, understanding of data given in 

a table is basic skill. Not only are children supposed to be able to use data in middle school but teachers need to 

be adept at data handling in their regular work. 

 

 

 

 

 

 

 

 

 

This example uses an 
appropriate scenario, is 
logical and realistic but is 
not mathematically 
appropriate, due to the 
usage of numbers other 
than the ones that were 
given. 
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Figure 9: Data table and interpretation task 

 
 

Table 37. Data interpretation task 

% Teacher getting right answers in data interpretation task 

Number of correct answers % Teachers getting correct answers 

0 out of 5 0.7 

1 out of 5 2.9 

2 out of 5 6.3 

3 out of 5 12 

4 out of 5 24.8 

5 out of 5 48.5 

No response 4.9 

Total 100% 
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Concluding thoughts for math teaching 

 

Looking at the findings of the math section in the context of the assessment framework, here are some things to 

consider in training teachers or in providing on-site support to teachers.  

 

¦ƴŘŜǊǎǘŀƴŘƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ƳƛǎǘŀƪŜǎΥ aƻǎǘ ǘŜŀŎƘŜǊǎ Ŏŀƴ ǎǇƻǘ ǿƘŜƴ ŎƘƛƭŘǊŜƴ ŀǊŜ ŘƻƛƴƎ ǘƘƛƴƎǎ άǿǊƻƴƎέ όǎŜŜ ŘƛǾƛǎƛƻƴ 

problem, 2-digit addition problem) but much fewer teachers ǳǎŜ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪ ŀǎ ŀ ōŀǎƛǎ ŦƻǊ ŜȄǇƭŀƛƴƛƴƎ ƻǊ 

teaching or using a different pedagogical approach. In any future orientation of teachers, it is essential that they 

ŀǊŜ ǘŀǳƎƘǘ Ƙƻǿ ǘƻ Ǉŀȅ ŀǘǘŜƴǘƛƻƴ ǘƻ ŀƴŘ ƭŜŀǊƴ ŦǊƻƳ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊk. This practice could prevent children getting 

άƭŜŦǘ ōŜƘƛƴŘέ ŀƴŘ ƎƛǾŜ ǘŜŀŎƘŜǊǎ Ŏƻƴǘƛƴǳƻǳǎ ŎƭǳŜǎ ŀōƻǳǘ Ƙƻǿ ǘƻ ǊŜƛƴŦƻǊŎŜ ƻǊ ǊŜǾƛŜǿ ǿƘŀǘ ǘƘŜȅ ŀǊŜ ǘŜŀŎƘƛƴƎ ŀƴŘ 

how they are teaching.  

 

Explaining procedures: A larger proportion of teachers can solve problems (content knowledge) but far fewer can 

lay out the steps clearly to explain the process of how to reach the right answer. Such processes are clearly laid 

out in the textbook and can be followed by teachers. Being able to explain clearly and systematically is a vital part 

of good teaching. 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 problems: This seems to be the hardest to do. Yet, looking at principles laid out in NCF, BCF and also 

requirements of CCE it is essential to develop this kind of skill among teachers. 

 

Section 3: Teacher questionnaire/teacher assessment: Language  

 

Conceptually, the framework for assessment for understanding how teachers teach language (Hindi) is designed 

to be similar to that used for math. Here too there are three broad domains ς ǳƴŘŜǊǎǘŀƴŘƛƴƎ ŎƘƛƭŘǊŜƴΩǎ 

ǿƻǊƪκέŎƻǊǊŜŎǘƛƴƎέ ŎƘƛƭŘǊŜƴΩǎ ǿǊƛǘǘŜƴ ǿƻǊƪΣ ŜȄǇƭŀƛƴƛƴƎκǎǳƳƳŀǊƛȊƛƴƎ ŀƴŘ ŘŜǾŜƭƻǇƛƴƎ ǉǳŜstions for children keeping 

in mind contextual conditions (Table 38). As in math, tasks are designed such that they closely mirror common 

types of teaching activities that are often seen or should be seen in elementary school classrooms.  

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

 Domains Description of items/tasks 

1  Understanding and 

άŎƻǊǊŜŎǘƛƴƎέ ŎƘƛƭŘǊŜƴΩǎ 

work  

Can teachers identify and correct common mistakes made 

by children? 

2  Explaining, summarizing  Can teachers read, comprehend and write using appropriate 

vocabulary and language (which can be easily understood 

by children)? 

3  Developing questions 

keeping in mind 

contextual conditions  

Given text, can teachers create questions that can be 

meaningfully understood by children? 

Understanding anŘ άŎƻǊǊŜŎǘƛƴƎέ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪ  
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In language, ǿŜ ƘŀǾŜ ǳǎŜŘ ǘƘǊŜŜ ŎŀǘŜƎƻǊƛŜǎ ƻŦ ǘŀǎƪǎ ŦƻǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ŀƴŘ άŎƻǊǊŜŎǘƛƴƎέ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪΦ ¢ƘŜǎŜ 

include grammar and sentence construction, punctuation and reading comprehension. These were relatively easy 

to do in a questionnaire format where teachers did the tasks in a pen-paper self-reported form.  

 

¦ƴŘŜǊǎǘŀƴŘƛƴƎ ŀƴŘ άŎƻǊǊŜŎǘƛƴƎέ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪΥ DǊŀƳƳŀǊ ŀƴŘ ǎŜƴǘŜƴŎŜ ŎƻƴǎǘǊǳŎǘƛƻƴ  

Conventions of using language include domains such as grammar and sentence construction. One aspect of 

teaching language is to ensure that children develop strong language usage skills. One of the first tasks in the 

ǉǳŜǎǘƛƻƴƴŀƛǊŜ ǘƘŀǘ ǘŜŀŎƘŜǊǎ ƘŀŘ ǘƻ Řƻ ǿŀǎ ǘƻ άŎƻǊǊŜŎǘέ ǎŜǾŜǊŀƭ ǎŜƴǘences that children had written (Figure 10). 

 

This assessment task had 3 sub-questions. In each sub-question, a sentence written by a child was given to the 

teacher. The sentences had different types of mistakes. These mistakes included those with errors in spelling, 

gender, singular/plural 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) Did the teacher 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 teacher 

rewrite the sentence correctly?  

 

Figure 10: Do teachers know grammar? 

 
 

 

 

 


