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CHAPTER 1: EXECUTIVE SUMMARY

1.1 BACKGROUND AND EVALUATION OBJECTIVES

firhe top-performing school systems recognize that the only way to improve outcomes is to improve
instruction: learning occurs when students and teachers interact, and thus to improve learning
implies improving the quality of that interaction.o (Barber, 2007) The pedagogy of Activity Based
Learning (ABL) has been implemented with the aim of supporting learning through improved
student-teacher interactions. This pedagogy has been widely implemented in primary government
schools in various states in India, including the states of Rajasthan, Madhya Pradesh, Jharkhand,
Guijarat, Andhra Pradesh, Karnataka and Tamil Nadu. These states have piloted, and many of them
have scaled up their ABL programmes in the last few years, and as of 2013, many of these
implementations were more than 5 years old. While there have been studies focused on individual
states, there has been no national level evaluation that has attempted to understand the various
models and implementations, and their efficacy. All of these suggested the need for an evaluation
that would help in understanding and strengthening ABL programmes in the country. Therefore,
UNICEF in consultation with MHRD, initiated an evaluation of ABL programmes in primary
government schools in these 7 states of India in August 2013.

The objectives of the evaluation were:

w To undertake a comprehensive evaluation of UNICEF-supported ABL programmes in 7
states.

w To assess the comparative impact of ABL versus traditional teaching methods on both
cognitive and non-cognitive learning outcomes of children and on the nature of classroom
relationships in the light of

w Right of Children to Free and Compulsory Education (RTE) Act in 2009 and National
Curriculum Framework (NCF) 2005

w To identify areas that need further strengthening in the way that ABL is understood and
implemented at various levels in different states.

w To build capacity of state and district level government functionaries to assess and
strengthen their own ABL programmes, by involving them at all stages of the evaluation
process.

The objectives of the evaluation and its wide scope make it relevant for many different audiences,
including

1 Ministry of Human Resource Development (MHRD)

i Sarva Shiksha Abhiyaan (SSA)

1 National Council for Educational Research and Training (NCERT)

9 State leadership such as Directors of Education Departments, State Council for Educational

Research and Training (SCERT), and other implementation personnel
9 Various stakeholders such as teachers, Headmasters of schools, researchers, and experts.

In addition to this evaluation report, state-wise dissemination reports have also been prepared,
which include state-specific insights and action points.

KEY FEATURES AND EXPECTATIONS FROM ABL PROGRAMMES

The Rishi Valley Institute for Educational Resources (RIVER) implemented ABL - a model of child-
friendly education in its satellite schools, which was also adopted by some taluks in Karnataka on an
experimental basis and statewide in Tamil Nadu. These pilot studies indicated the promise of ABL in
ensuring a child-friendly education and gained the attention of the administrators in many other
states of India. Eventually, the model was adopted by 13 states, (UNICEF, 2012) with due
modifications to suit the state context.
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The ABL pedagogy as adopted by the various states had some common features, these being the
mixing of students of different ages or grade levels in a single classroom, and students sitting in
small groups and carrying out independent learning through activities with the support of their
teacher and peers. The methodology has been primarily implemented in classes 1-5 in primary
schools.

Another feature of the initial models adopted by the states was that the curriculum in each subject
wasbroken down into smal/l manageable | earning unit
which were arrangedinal ogi c al sequence from simple toeaxdmpl e
for each subject. The sequence of tasks within a milestone was such that a child typically goes

through introductory, practice, evaluation and enrichment or remedial activities. These activities

were recorded in the form of learning cards, which were labelled with child-friendly symbols and

colours and organized in clearly labelled trays or pouches kept accessible to children. The child

selected his or her activity card based on the position on the learning ladder, sat in the appropriate

location and did the activity. The classroom environment was made colourful and stimulating by the

presence of a number of Teaching Learning Materials (TLMs) and display of student work.

These models embodied many aspects of child friendly education that have been the focus of
UNICEF6s wbnk addition to developing the studentsbd
collaborate with others, this model was also expected to address critical problems in the Indian
education scenario 1 like high absenteeism, multi-grade classrooms and low levels of learning. Over

a period of time, state models have evolved and continue to be referred to as ABL.

These state models and their i mpl ementati ons, col
focus of the evaluation. Though documented log frames for ABL programmes were not available,

this challenge was addr es s@hidd Ftiehdlydeaming Certred (GFbQ) mu | a't
pr i n cthigis explanedin 1.2.

1.2 EVALUATION DESIGN AND METHODOLOGY

The evaluation was done in three stages:

w Stage 1 (Aug-Nov 2013): collection of ABL materials including training modules and
understanding the current status and history of ABL in each of the 7 states by observing
classrooms and speaking with different stakeholders at state/district/sub-district levels;
development and piloting of tools for Stage 2 and development of training material for field
evaluators

w Stage 2 (Dec 2013-June 2014): administration of achievement surveys, teacher surveys and
basic classroom observations in a total of 857 schools in the 7 states, including both ABL
and non-ABL schools; collection, cleaning and analysis of data using these tools

w Stage 3 (September 2014-February 2015): development of tools for stage 3, sub-sampling
of the highest-performing and lowest-performing ABL classrooms from Stage 2;
.administration of a second round of achievement survey, and conduction of an in-depth
gualitative study involving several hours of classroom observations and teacher interviews

The data from these 3 stages were seen together, and the insights integrated, to arrive at the

findings and conclusions in this report.

The evaluation was managed by a team comprising of project in-charges from UNICEF Delhi and
Educational Initiatives (El), and was guided by an advisory committee! constituted for the purpose.

1 An advisory committee with representatives from MHRD, NCERT, State leaders who had implemented ABL
and pedagogy experts, chaired by Prof. Krishna Kumar, guided the activities of the evaluation from its
inception and met periodically during the course of the study.
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The evaluation covered the states of Andhra Pradesh?, Guijarat, Jharkhand, Karnataka, Madhya
Pradesh, Rajasthan and Tamil Nadu. ABL as practiced in different states varied widely. Some states
followed activity-based textbooks, while others followed a card-ladder based approach. One state
followed a combination of both. The differences in the conceptualization of ABL across the 7 states,
and the absence of documented log frames, necessitated a common ground for the evaluation. This
was achieved by identifying the common underlying principles. These principles 1 referred to in this
report as principles of Child Friendly Learning Centered Education (CFLC) i were arrived at with the
help of state officials, national experts and advisory committee members, and are listed below:
Meaningful, learning-oriented activities

Variety of learning materials in use

Provision for self-paced and individualized learning

Opportunities to learn through different modes

Scope for higher order thinking and critical questioning

Every child engaged

Continuous assessment integrated with the learning process

Democratic processes/ relationships in the classroom

Equitable and inclusive learning environment

Contextualization to childrenés everyday wor |l
Physical environment conducive to learning

Attention to holistic, all-round development

T T SQ@Tmoo0oTe

The CFLC principles are used as a common lens for the evaluation. The alignment of the different
state models (conceptualizations) and their practice on the ground (implementations) to these
principles has been the focus of the evaluation.

A representative sample of 3 districts was selected from each state. 40 schools were selected from
each of these districts, ensuring that there is a proportional representation of boys and girls, rural
and urban areas, educationally backward blocks, maturity of ABL implementation and primary/upper
primary schools. A total of 80 ABL schools and 40 non-ABL schools were selected from states that
did not have a state-wide ABL implementation and 120 ABL schools were selected in states where
there was a state-wide implementation. The overall sample at stage 2 consisted of 857 schools
where an achievement survey was administered. Tools to elicit information on classroom and
teacher parameters were developed and administered. The data were analyzed and broad trends
were obtained.

Based on this analysis, the top 15% and the bottom 15% schools (35 schools in each state) were
administered another round of an achievement survey. 20 schools from each state were selected
from among 35 schools for an in-depth qualitative study. The observation notes and the interview
transcripts were coded on the basis of an analysis framework developed and vetted by experts, and
data from multiple sources were triangulated. Associations of different classroom parameters with
teacher parameters were studied. In addition, a number of system level factors and their interplay
with the classroom and teacher factors were also studied.

LIMITATIONS

1 Gains in learning achievement across years could not be examined because the timeline of
the project precluded the opportunity to conduct the assessments at the beginning and end
of the same academic year. This has been mitigated by the comparison of learning
achievement between classrooms that adhere more closely to the RIVER ABL method and
other classrooms that do not.

2 During the course of evaluation, the state of Andhra Pradesh was bifurcated into Telengana and
Seemandhra. Stage 3 of the evaluation was not carried out in Telengana on account of the political
uncertainty arising from the bifurcation.
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1

The design of the stage 2 survey was such that it was conducted by a mix of government
evaluators and non-government personnel. As the government evaluators had a stake in the
implementation of the model in their state, this could have led to a bias in the survey results.
The bias could have resulted in mass assistance being provided to students during the
achievement survey or reporting more positive classroom indicators in observation reports.
Necessary steps were taken to mitigate the bias as much as possible, through the
conduction of field audits and triangulation of data. To mitigate the effect of possible inflation
of test scores, the extent of unusual patterns across states was studied and found to be
largely similar. Therefore the associations of classroom and teacher factors with learning
levels are expected to be valid. On investigating similarity in response patterns, it was found
that that Stage 3 scores were more reliable and hence these were used for the analysis.
However the magnitude of learning outcomes reported may have some degree of
inaccuracy.

Non-academic outcomes like health and sanitation were excluded from the scope of the
study. The autonomy of the child as observed through classroom transactions was taken as
proxy for learner confidence.

Data on funds release and usage for ABL programmes could not be tracked over the years
as funds from different heads of Sarva Shiksha Abhiyaan (SSA) like Learning Enhancement
Programmes (LEP), state innovation projects etc. were used at different times to fund
components of ABL. Given the multiple sources from which funds were drawn at different
times, a rigorous analysis was not possible.

1.3 KEY FINDINGS

1.

Activity Based Learning (ABL) (an adaptation of the RIVER model) is associated with
positive classroom indicators and better learning outcomes.

27% of classrooms in the study had a child-friendly, learning centred environment and
around 11% of classrooms were implementing ABL as intended in the initial state models.
Changes in ABL Design and Quality of Implementation have resulted in low adoption of ABL.

0 When changes are frequent, this leads to confusion among teachers and affects their
practice. One example of this is the number of changes made in Tamil Nadu over the
last few years- including the changes to the cards and the introduction of textbooks.
Another example is the shift to textbooks in Rajasthan and Andhra Pradesh, which
restrict the possibilities for self-paced learning and activity-based grouping to aid
teacher classroom management, which were possible in their initial models.

0 The failure of ABL programmes is also associated with lower quality of
implementation (adequate training & support, material supply timelines etc.). This is
particularly true for the states of Rajasthan and Madhya Pradesh.

Teacher Effort and Buy-in are critical for successful practice of ABL. This effort is related to
understanding underlying principles of ABL and buy-i n i nt o the st Ag
described in point 3, these get affected due to insufficient training and support inputs or due
to frequent changes in ABL design.

The sustainability of ABL programmes has been affected by focusing more on the procedural
aspects of ABL rather than the underlying principles. A research-based systematic approach
to evolving the programme to meet stakeholder needs has also been lacking.

The above findings, based on the three stages of evaluation as well as relevant secondary
research, are elaborated in more detail below. Findings under the Relevance section pertain
to the ABL programme design, while those under Effectiveness, Impact, Efficiency, and
Sustainability are concerned with programme implementation. Needless to say, the design
elements are inherent to the implementation of the programme in different states. Through
the report, the attempt has been to clarify this along with the findings presented.

A

e 0s
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Relevance:
1 The RIVER model of ABL, which was adapted by most states, facilitates the implementation

of a child-friendly classroom as envisaged in the NCF and RTE. Though most state models
drew on the RIVER model and adapted it to their context, the models implemented by
different states have evolved over time. In the process, some of them deviated from the
underlying principles of the original model.

0 Ac t aswseeh i €he learning materials that are part of the ABL programmes of different
states, largely ignores the aspect of reflection after an activity, which is crucial for learning to
happen. Most activities stop at the level of physical movement. Consequently, even the best
ABL classrooms are weak on conceptual understanding and higher order thinking.

Effectiveness:
1 Less than a third of ABL classrooms meet the desired goals of ABL. Practices in 75%

of classrooms are largely fear-free, though this also includes classrooms where the
atmosphere is casual and not oriented towards learning. High child engagement is seen in
27% of classrooms. Children are seen to take charge of their learning in only 13%
classrooms.

The amount of effort taken by the teacher, her/his ability to keep all children engaged
and a buy-in into the ABL programme contribute to alignment to CFLC principles.
Further, in classrooms where grouping with card-ladder was being followed, a greater
autonomy of learners was observed. Grouping based on card-ladder and high usage of
materials correlate with better alignment to CFLC principles.

Teachers in only 25 out of 110 classrooms were observed putting in the required effort. 22 of
these teachers were in the 30 CFLC classrooms observed. This is in contrast to only 3
teachers putting in the required effort in the remaining 80 classrooms. Further, only 23
teachers in all had a favourable opinion of ABL, and 16 of these were following grouping
based on card-ladder. In general, teacher understanding of the model is weak- at best many
teachers have procedural understanding, while many lack even this. In the states which
mandate grouping with card-ladder (Karnataka, Tamil Nadu, Gujarat, Madhya Pradesh) only
23% classrooms actually practiced it. Despite the availability of a variety of learning
materials in approximately 40% classrooms, their usage is seen to be high in few (<15%)
classrooms.

Impact:
1 The differences in learning outcomes and classroom parameters between ABL and Non-ABL

schools in the states of Rajasthan, Madhya Pradesh and Jharkhand are not significant.
These differences are significant in Gujarat. When comparisons are made between
classrooms that adhere more closely to the original state models (adapted from the
RIVER model) and those that do not, there are significant differences.

Classrooms, where grouping based on card-ladder is followed, are 0.5 standard deviations
ahead on learning outcomes, of classrooms where whole class teaching is practiced.
Similarly, classrooms where high usage of learning materials is observed are 0.3 standard
deviations ahead on learning outcomes, of classrooms where usage of materials is low.

Efficiency:
1 The management of training and support showed low efficiency in Rajasthan and

Madhya Pradesh. The perception of the usefulness of these trainings was also low in
39% of cases in these states compared to 8 % in other states of Karnataka, Gujarat, Tamil
Nadu, Andhra Pradesh and Jharkhand.

Support activities are primarily focused on record keeping and data collection, and
teachers did not cite support personnel as the primary source for resolution of
academic issues. The profile of support personnel, their lack of teaching experience and

9
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their lack of focus owing to the variety of tasks they do, made it difficult for them to provide
the support teachers needed in implementing ABL successfully in classrooms.

1 Basic factors such as availability of teachers, support personnel and learning
materials were inadequate in many cases.

Sustainability:

1. The following reasons account for the low rate of success of ABL programmes:

a. Frequent changes in ABL Design, or lack of continuity in implementation, have
made adoption of ABL difficult.

b. Implementation issues have also exacerbated the difficulties in adopting the ABL
model. Challenges on many basic factors like the pupil-teacher ratio being too high, the
guality of training being inadequate, the support personnel lacking teaching experience,
and late deliveries of material have come in the way of successful ABL implementation

c. Efforts on stakeholder education and involvement have not been adequately
sustained, leading to a lukewarm implementation of ABL, without sufficient conviction
about the value of the method or its underlying principles.

i. Low confidence of leadership, in ABL as an effective method for learning: ABL is
not a focus area for current state leaders across states. At best, state leaders
view ABL as a child-friendly pedagogy, but are generally not convinced about its
efficacy in improving learning outcomes, at least as a method, which can work at
large scale.

ii. Underestimating the systemic change effort and extent of teacher support
needed

iii. Low involvement of teachers: While involvement of teachers was high in the initial
pilot years, the system has either been unable or unwilling to involve teachers
sufficiently when designing and implementing ABL on a large scale.

2. Lack of a research-based systematic approach to evaluate and refine educational
programmes and institutionalize knowledge has been a hindrance to evolving the ABL model to
meet the needs of different contexts successfully.

3. The system is placing its hopes for improvement on short-term initiatives and individual
programmes, rather than on a long-term vision and continuous, incremental efforts.

4. The focus has been on implementation of the mechanics of ABL, rather than viewing it as a
means to an end, and this has led to taking an isolated view of ABL programmes, which is
limiting.

1.4 KEY RECOMMENDATIONS

The overall framework for arriving at the recommendations is shared in Figure 1. This framework
identifies basic factors and capacity building as foundational elements. Once these are in place, an
approach balancing centrality of purpose with autonomy of local practice is recommended. A culture
of evidence-based decision-making, then helps in evolving the programme over a period of time to
meet the goals. All these are held together through a common vision that ensures strategic
alignment and continuity across programmes and over a period of time.

10
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Figure 1 Structural and Cultural Elements of a Successful System

Strategic Alignment
& Continuity

Simultaneously loose- Evidence Based
tight Organization Decision Making
Elements for
learning & - Rigid on principles but - Appropriate metrics
eR et flexible on procedures - Learning from pilots
- Autonomy & involvement - Culture of evidence
- Incorporate feedback based reviews

Basic Factors Capacity Building
e.g. e.g.
- PTR - Body of knowledge on
- Material & Infrastructure learning
- BRP to Schools ratio - Teacher training and
support
- District- level capacity

Foundational
elements to
build on

Alignment of changes over
time & different programmes

A summary of the key recommendations, stakeholder wise, derived from the above framework, is
provided below:

National Institutions and Organizations

a. Build systemic and institutional capacity on both technical (pedagogical) and governance
aspects. This should help to develop a 6éscience of |
and their revisions. Currently some of the changes are not based on systematic review and
evaluation.

b. Facilitate the development of institutional memory and access to this knowledge. Examples of
specific actions for development of institutional memory could include:
o Inclusion of learning from evaluations into pre-service teacher training courses.
o Databases of o6what has wor kedd anahcebdfsthteat has

bodies, and made available in an easily accessible manner to all stakeholders.

c. Provide orientations, training and learning visits on educational improvement to state leadership.

d. Support states to build, execute and monitor long-term plans for improvement. E.g. what kind of
metrics are required to monitor whether ABL is on track? How much time is required for changes
to happen? Many of the current metrics focus on mechanical adherence to the method and do
not recognize the time required for adoption of ABL practices.

State Leadership

a. Articulate where ABL stands withinvi si on, strategies and guiding
educational programmes. Currently there are cases where different programmes pose
conflicting requirements on stakeholders.

b. The highest levels of leadership need to spend significant time in communicating the vision and
goals of ABL and requirements from different stakeholders. This was the practice in early years
of ABL in many states and this needs to be continued to stress the seriousness of the state and
help stakeholders change their mindsets.

c. Integrate support personnel closely with teacher workforce. Only high quality support can lead to
demonstration of results and required buy-in. This results in the creationofad c o mmuni ty of
practiced which is required to implement ABL.

d. Set up responsibility and processes for rigorous programmatic reviews and have evidence-
based yearly reviews as well as shorter reviews 2-3 times in a year. In some of the states, the

11
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evaluation team observed that no regular reviews of ABL were happening at the level of
principal secretary or even State Project Director, SSA.
e. Set up a mechanism for teacher feedback and addressing and responding to teacher feedback.

State Implementation Personnel

a. Align roll-out plans with readiness of field conditions.

b. Strengthen the learning-centred aspects of the ABL model based on a detailed material review.

c. Move towards providing greater flexibility to teachers in classrooms and district/ block level
resource persons, while focusing on desired end-results (positive classroom climate, and
learning outcomes).

d. Train Block Resource Persons (BRPs) / Cluster Resource Persons (CRPs) on learner-centred
pedagogies and develop their capability to observe classrooms and provide meaningful
actionable feedback to teachers.

e. Strengthen teacher training. This can be strengthened on the following aspects:

i.  Provide greater emphasis on underlying principles of ABL and reinforce these periodically.

ii. Provide more subject-specific training. The focus of this should be for teachers to
understand subject content at a deeper level and common difficulties children may face, and
learn how to use the ABL material to make learning happen.

iii.  Include more practical content on classroom management. It is seen that classroom
management is more of a challenge in the ABL pedagogy- teachers need to understand how
to handle children, how to pay attention to all children, and also how to implement
differentiated instruction. Teachers need to be equipped with strategies to handle specific
practical problems.

iv. Include content on purposes and methods of assessment. Many teachers are still not
convinced that ABL is a 6serious6 method of | e
do not find the asse s s me n t in ABL to be O6pr angestadd whal e a c h e
formative assessment i s about and strategies

better assessment directly influences her capability to offer differentiated instruction.

v.  Provide full-fledged training on ABL every 3-4 years even for older teachers. For states that
have had ABL implementations for a long time, there may be a tendency to assume that all
teachers have received sufficient training, and they may only need to receive short
refreshers. However, full-fledged training may be needed for reinforcement, based on our
findings.

vi.  District and block level trainers should have additional training and guidelines beyond the
training and manuals teachers get. Training on facilitation skills should be included and
areas where trainees may have problems in understanding could be anticipated and

emphasized.

vii.  Use video clips of master trainers in cascaded trainings appropriately to ensure the quality of
training.

viii.  Subject knowledge of the teacher also needs to be considered in assigning training roles

(e.g. a biology graduate may find it difficult to conduct a Maths training) - so people who
have majored in that subject could be assigned to conducting trainings related to that
subject. It would be ideal if they also have experience in teaching that subject.

ix.  Involvement of State Resource Group, in reviewing percolation of key messages at district
and cluster level training, can be ensured. The module developers of the State Resource
Group could go beyond module development and observe the cascaded trainings at district
and cluster level and this would give them an idea as to what kind of difficulties teacher face
in understanding ABL and what is getting missed out in the training content. This would help
them to adjust the trainings at state-level accordingly.

UNICEF

UNICEF is well positioned to support national bodies and state leadership in building systemic
capacity to bring about change and should consider supporting them on the recommendations laid
out for them above. Specifically, it is suggested that UNICEF-

12
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1. Disseminate the findings of this study and recommendations widely through a communication
kit, and initiate a larger dialogue through conducting a national workshop including
representatives from states.

2. Organize a round table of senior state functionaries as well as national functionaries on the
study findings and larger lessons related to education and bringing about systemic change.

3. Support the building of systemic capacity in national and state institutions, especially related to
creating a O6body of k nowl eThig ecdld merdondy 9y pravidimge o f
technical assistance and handholding.

4. Support the improvement of pre-service teacher education programmes like B.Ed., and D.Ed. as
well as in-service programmes, based on the recommendations from this study.

5. Assist states in weaving in recommended actions from this study into state educational plans, by
organizing consultations for this purpose.
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CHAPTER 2: OBJECT OF EVALUATION

2.1 BACKGROUND

Over the past decades, India has realized the goals of access and enrolment in primary
education.to a large extent. The focus over the last few years has been improving the quality of
education through child-friendly classroom practices and enhancement of learning outcomes. One
of the initiatives in this direction has been the implementation of Activity Based Learning (ABL)
across states of India.

With the enactment of The Right of Children to Free and Compulsory Education (RTE) Act in 2009,

states across India have a mandate to provide free and compulsory quality education to all children.

The Act mandates that elementary education must involve dearning through activities, discovery and
exploration in a child friendly and child-c ent er ed manner 6 tlerchld fedd fedr,d 6 ma
trauma and anxiety and helping the child to express views freelyd In this context ABL has emerged

as one model of child-centred pedagogy to achieve the goals of RTE States across India have been

piloting and up-scaling various versions of ABL, also known as Multi-Age Multi-Level (MAML) or
Multi-Grade Multi-Level (MGML) programmes. The UNICEF desk review highlights that these
programmes cover over 250,000 primary schools and more than 10 million children in 13 states.

2.2 ABL METHODOLOGY: KEY FEATURES

The origins of what is now known as ABL method came from Rishi Valley Institute for Educational
Resources (RIVER), which implemented this in the satellite schools of Rishi Valley. This method
was adopted by various states with certain modifications to suit their local contexts. These models
had some common features, which are described later in this section. These models have also
evolved since inception, the details of which are described in section 2.3.

CARD-LADDER, LOGOS AND GROUPING CHARTS

The curriculum for eachyeari s br oken down to small uni tsisaal | ed
learning unit and these are sequentially arranged. In order to attain mastery over each learning unit

or milestone, the child has to go through a number of learning activities. The activity cards may

denote outdoor activities, games, role plays, discussions, reading, writing or discussions. Each

activity is described in a card. The activity cards are intended to bring in local traditions, local terms,

words, objects into the curriculum, thus encouraging the use of a variety of learning materials and

making the study materials useful and relevant for the child.

These learning activities or the cards are sequenced. Therefore, there is a sequence of cards or
learning activities to master a learning unit or a milestone and these milestones themselves are
sequentially arranged to form a learning ladder.

The cards are displayed prominently in an ABL classroom either on the wall or on the floor,
allocating some floor space for a particular group. The logos on the cards and the grouping charts
facilitate a seating arrangement in the classroom whereby specific locations are demarcated for
students involved in different types of activities. For example, students who are working
independently sit at one location, those who are working with peer support sit at another location,
and those who need teacher support, at yet another location. These arrangements form the basis
for 6groupingé in an ABL classroom, which is disc:

Each card has a logo on it, which indicates the nature of the activity on the card and the extent of
teacher support required for the activity. Logos are grouped together into grouping charts based on
the extent of teacher intervention needed (see figure 2). For example, all activities on cards that
have logos that are in circle 1 and 2 require teacher support while those on cards that have the
logos in circle 6 can be carried out independently by the student. Thus the 6 grouping charts point
out to students which location in the classroom they should sit in- by matching the logo on their
card, to the logo inside the circle on the grouping chart.
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Figure 2: Logos and grouping charts

Partially Teacher
Supported

Fully Peer Partially Peer Fully Self
Supported Supported Supported

GROUPING OF CHILDREN
The learning activities within a milestone fall into the following broad categories:
Preparatory activities
Learning Activities
Practice/ reinforcement activities
Evaluation activities
Enrichment/Remediation activities
The extent of teacher support required for each of these categories varies. For example, a
preparatory activity or a learning activity may require hand holding by the teacher whereas a
practice activity can be carried out with some peer support and hardly any teacher support. After the
initial stages, the child may be able to carry out a practice activity independently, without any peer or
teacher support.
Depending on the extent of support required, the activities fall into 4 broad categories.

I Teacher-supported activities

1 Peer-supported activities

1 Self-driven practice activities

1 Assessment activities
These form t he b adhidendiothe othar kep fagiure mfgnodelo Groups of children
doing activities that require the same nature of teacher support are in the same location. Students
are guided to the appropriate location by the logo on the card.

E R ]

Finer distinctions are also possible b et we e n 0 f -suppoyed or éeacheh ledracti vi t i es 6 a
Oparti aldwpporatcehdkeror teacher assisted activitieso.
OPeleed activitsep@oratnedd 6édPceteirvi t i es 6. Ac dooaticths img | vy,
the class, each requiring different levels of teacher support.
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CLASSROOM PROCESSES

The logo on a card determines which group/location a child will sit in. The cards are sorted by logos
and displayed in the classroom, and all cards with the same logo are put in a tray or pouch which
has an image of the logo pasted on it. As soon as a child picks up a card, she looks through the
grouping charts to find out which chart has a matching logo to the one on her/his card, and sits in
the appropriate location based on that. Once the child finishes an activity, she/he finds out the next
activity in the sequence from the ladder, picks up the relevant card from the trays and moves to the
appropriate location. Each child is supposed to mark her/his progress on the ladder in a specially
provided progress chart. Thus the concept of the ladder gives the flexibility to the child to progress
at her/his own pace. Also the logos and grouping charts enable the formation of dynamic groups
without specific directions from the teacher.

The teacher teaches basic competencies in each milestone to children in the teacher-led group on a
one-to-one basis. At the same time, practice work of these competencies through activities
continues in the other groups of children. In the partially teacher-supported group, children work with
practice cards, but seek thet eac her 6s hel p as and -gnadeemult-levele d e d.
classroom facilitates peer learning in the peer-led/ peer-supported groups. In these groups, the
older children or the ones who have gone ahead on the ladder, help others perform the activities on
the cards. The peer supported activity serves as reinforcement for the children who are ahead and
helps the ones who are behind, learn something new from their peers. Finally, as children gain
mastery over a concept, they move to individual practice and assessment. There is also a provision
to conduct whole class activities for a short time in the morning at the beginning of the session and
in the evening at the end of a session.

The teacher is supposed to see his/h e r role as a Ofacilitatordo of
authoritative figure and dispenser of knowledge. The teacher being seated at the same level as the

children encourages better rapport between students and teacher. She/he needs to initiate children

into their learning tasks, ensure that every child is engaged in the learning process and be sensitive

to each childds I evel and needs.

ASSESSMENT

Assessment is built into the ladder. At the end of each milestone, the child is assessed on the
competencies that she/he is supposed to have mastered in that milestone. This happens in a

natural and non-threatening way. The assessment card is usually indistinguishable from the other

cards and a child may not even realize that she/he is being assessed. The assessment determines

whether the child requires extra remedial work, or if she/he has mastered the concept well enough

to move on to the next concept or to further activities to enrich her/his understanding. The teacher is
expectedt o understand the childés needs and assign ac

CLASSROOM SPACE

The classroom space is made attractive by displaying children& work in the class. These are
changed periodically and filed in portfolios maintained for each child. The presence of a variety of
learning materials like the Maths kit box, charts, flash cards, posters, game boards etc. also add
colour and vibrancy to the classroom environment. The walls of the classroom are painted as a
blackboard up to a height of 2 to 3 feet and divided so that each child can write on an allotted wall
space.

2.3 STATE ABL MODELS: VARIATIONS

The initial conceptualizations of different states incorporate most of the features described in section
2.2. However, as the models evolved, many of these features have undergone changes, sometimes
minor T like Gujarat replacing the low level black boards with large child slates, and sometimes
significant T like Rajasthan and Andhra Pradesh moving away from card-ladder system to activity
based textbooks. This section examines the changes that have come about, as states evolved their
models.
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CARD-LADDER, LOGOS AND GROUPING CHARTS

The states of Madhya Pradesh, Gujarat, and Karnataka follow the card-ladder system described in
section 2.2 with supplementary workbooks. These workbooks are essentially a compilation of the
cards that require some written work. Tamil Nadu has a card-ladder system, and also a textbook,
which is self-contained and complete in itself. The textbook is integrated into the ladder through the
means of 6t e which indickte ticadthedstsident has to go through a particular chapter in
the textbook. Andhra Pradesh and Rajasthan have moved away from the card-ladder system and
have an activity-based textbook instead.

The cards themselves have undergone major revisions in the states of Tamil Nadu and Madhya
Pradesh with the number of cards being reduced significantly (by almost 50%) over a period of time.
Rajasthan and Andhra Pradesh went through a phase of large reduction in the number of cards
before they eventually incorporated the cards into a textbook. Though there has been reduction in
the number of cards in Karnataka also, the scale of reduction has been smaller compared to the
above-mentioned states. Gujarat has also not seen any major revision of materials since inception.

Similarly the system of logos adopted has also undergone some changes. For example, Tamil Nadu
and Madhya Pradesh have tried to institute a common set of logos across subjects, instead of
having subject-wise logos.

GROUPING OF CHILDREN
The states of Karnataka, Gujarat, Madhya Pradesh and Tamil Nadu follow card-ladder based
grouping. The current model in Andhra Pradesh does not mandate any grouping. The choice and
the basis of grouping is left to the teacher. In Rajasthan, different programmes running in parallel
had different bases of grouping

CLASSROOM PROCESSES

In an ideal situation any conceptualization of ABL especially the ones following card-ladder system
should enable a child to progress at her/his own pace. Though this was largely true of the initial
conceptualizations of different states, the variations over the years have placed limitations on the
extent of self-paced learning possible.

Madhya Pradesh has mandated monthly tests based on specified cards. Tamil Nadu has divided
the ladder into 3 parts to correspond to the trimester system being followed in the state and it is
expected that each part of the syllabus is completed within the trimester. There are summative
assessments at the end of each trimester, which is based on all the preceding cards. There are
guidelines prescribing the time to be spent on a card/ number of cards to be done in a prescribed
time interval in Gujarat and Karnataka as well.

ASSESSMENTS

Though the assessment cards are part of the ladder, they are given prominence in the states of
Tamil Nadu and Madhya Pradesh by assigning logos like cups and medals to them. Tamil Nadu has
introduced a marking scheme for some designated assessment cards in order to meet Continuous
and Comprehensive Evaluation (CCE) requirements. Andhra Pradesh and Rajasthan have also
tailored their assessment systems to meet CCE mandates®.

A summary of the features of the current state implementations and the scale of implementations is
shared in tablel below.

3 As per CCE requirements there should be 2 summative assessments in an academic year and 4 formative
assessments, which can draw on the children, work at home/class, or performance in oral tests, quizzes,
projects etc. In addition to this students are also graded on other skills like teamwork, cleanliness,
responsibility etc.
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Table 1: Summary of ABL models in different states

Karnataka V \Y V U 100% 1995 1-3
Guijarat V V V U 47% 2010 1-5
Madhya Pradesh V V Vv U 20% 2008 1-4
Tamil Nadu \ \ U \Y 100% 2003 1-4
Andhra Pradesh U U U \Y 100% 2004 1-4
Rajasthan U \ U \Y 100 2008 1-5

EXPECTATIONS OF THE ABL METHODOLOGY

The ABL methodology was implemented by different states with the aim of providing child-friendly
education to children. The states adapted the RIVER model to their needs and context, with the
goals of promoting a fear-free environment in elementary schools, and ensuring equity and inclusion
for every child. . As seen in the Table 1, ABL as practiced in different states varies widely. Some
states followed activity-based textbooks, while others followed a card-ladder based approach. One
state followed a combination of both. In spite of these differences, the aims and expectations from
ABL programmes across states are largely similar. This was evident through the interviews and
discussions held in Stage 1 of the study, elaborated further in the next paragraph.

The different models of ABL in the 7 states, and the absence of clear documented log frames, made
it necessary to evolve a common lens for the evaluation. This was done through discussions with
stakeholders both at national and state levels, and with experts and the advisory committee. The
themes that emerged through these discussions are referred to as Child Friendly Learning Centered
(CFLC) principles, and are listed below:

Teaching through meaningful, learning-oriented activities

Providing students with a variety of learning materials

Creating a provision for self-paced and individualized learning

Creating opportunities to learn through different modes

Providing scope for higher order thinking and critical questioning

Keeping every child engaged

Ensuring continuous assessment integrated with the learning process

Ensuring democratic processes/ relationships in the classroom

Providing equitable and inclusive learning environment

T T SQ@TmooooTe

Providing physical environment conducive to learning
Paying attention to holistic, all-round development

2.4 STATE ABL MODELS: IMPLEMENTATION STATUS

A brief overview of the current state models is presented here. Appendix 2.1 describes the state
models in detail and traces their evolution.

Andhra Pradesh has had at least 4 distinct variants across its experiment with ABL over the last 15
years. The model currently advocated by the state, SLIM card based textbooks, has a state wide
coverage which translates to about 68,000 schools. It covers grades 1-4 and is offered in the
subjects of Telugu, Math, Environmental Science (EVS) and English.

In Jharkhand, ABL was called as MGML for Grades 1-2 and Self Learning Material (SLM) for
Grades 3-4. For Grades 1-2, it was offered for the subjects of Hindi and Maths. For grades 3-4, it
was offered for Hindi, Maths, and EVS (split into two as Paryavaran |, Paryavaran lIl). It was
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designed using NCERT Learning Competencies as its basis. The MGML programme was followed

in a total of 235 schools (0.6% of total schools in the state offering primary education) impacting a

total of about 20,000 children (0.4% of total primary school children in the state). Out of the total 24

districts, it was present in 4 districts. As of writing of thisreport,a new pr o gr aBunyaadéc,al | e
which involves activities and ability based learning, has been implemented in the state. MGML in its

original format has been discontinued.

In Gujarat, Pragna (Pravrutti dhvara gnan) 7 the approach of ABL is implemented in 16,000
schools. It is offered for subjects Maths, EVS (Paryavaran) and Gujarati. It also includes a section
60Rai nbow &aptarangi) d@inming ® provide holistic education for the child. The state follows
card-ladder system and uses workbooks for writing practice. Materials like Vachan-Mala, EVS-
Manan have been conceived to give additional practice and homework to the child.

Karnatakad #BL programme is known as Nali Kali (Joyful Learning). It is offered in the subjects of
Kannada, Math and EVS for grades 1-3. English has also been added from the year 2014. The
programme has a statewide implementation excluding government-aided schools, the total number
of government schools offering primary schooling being 45,690. The state follows a card-ladder
system with workbooks.

In Madhya Pradesh, the current model of ABL introduced in 2013 is offered in the subjects of Hindi,
Maths and English for grades 1-2. The medium of instruction is Hindi. It is followed in a total of
16005 schools (20% of total schools in the state offering primary education). Every district of the
state has some ABL schools. The state has a card-ladder system with some cards being
incorporated into the workbook.

In Rajasthan, the ladders/cards based ABL model was called LEHAR (Learning Enhancement
Activity in Rajasthan). It was offered in three subjects of Maths, English and Hindi for grades 1 and
2. The programme was piloted in 2009 and was gradually up-scaled to 12,000 schools (spread out
all across the state) by 2012-13. The state has discontinued the programme from the year 2013-14
and has moved on to an activity based textbook model. Ability based grading (A, B, C) has been
advocated with specific formats for assessments, which are aligned to the CCE requirements.

In Tamil Nadu, ABL is offered in grades 1i 4 in all the government and government-aided schools. It
is offered in Tamil, English, EVS and Maths in grades 1 and 2 and Tamil, English, Science, Social
Studies and Maths in grades 3 and 4. Initially it was offered only in Tamil medium schools. From the
year 2013-14 it is also being offered in Malayalam, Urdu, Kannada, Telugu and English mediums. It
covers over 37,000 schools in the state.

From the seven states covered in the study, three south Indian states, namely, Andhra Pradesh,
Karnataka and Tamil Nadu have implemented the programme statewide, covering all the primary
schools. In Jharkhand and Rajasthan, the programmes have evolved to take a new name and form.
The states of Gujarat and Madhya Pradesh have been scaling up the programme over the years.
These different models have to be evaluated within the larger context of the states, which also vary
widely. The data on variation of two key parameters - development index and literacy rates 1
against the backdrop of which the results of the study should be viewed is shared in table 2 below.

Table 2: Human Development Index and literacy rates of selected states

Andhra Pradesh 0.473 67.6
Gujarat 0.527 79.3
Jharkhand 0.376 67.6
Karnataka 0.519 75.6
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Madhya Pradesh 0.375 70.6
Rajasthan 0.434 67.1
Tamil Nadu 0.661 80.3

Monitoring of ABL programmes: Since the ABL programme is implemented under the umbrella
programme of SSA in each state; it does not have a special monitoring team or structure. The
monitoring happens through the existing system of SSA or the Education Department. The state
resource team is supported by the district resource team, who in turn are supported by Block
Resource Coordinators (BRCs) and Cluster Resource Coordinators (CRCs). Over a period of time,
UNICEF has supported states and trained resource persons at various levels in monitoring of ABL
programmes.

2.5 STAKEHOLDERS

The objectives of the evaluation and its wide scope make it relevant for many different audiences as
listed below. In addition to this report, dissemination reports are also being provided to states, which
include state-specific insights and action points.

1. National Institutions and Organizations: Government bodies such as the MHRD, SSA, have
driven policy and provided large scale funding support. Organisations like NCERT and
NUEPA have conducted programmatic evaluations and provided advisory support

2. State government: State governments, with the support of national governments, have
implemented ABL programmes in states. This included the design of the ABL programme,
creation of the learning material, building the support team, providing support and refining
the model over a period of time.

3. UNICEF: UNICEF has supported the pilot and scale-up implementations technically by
proving teacher support and enabling a support system. It has also provided partial financial
support
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CHAPTER 3: EVALUATION PURPOSE, OBJECTIVES AND

SCOPE

Chapter 2 provided an overview of the ABL model and how it evolved in different states and the
current implementation status. This chapter looks at the purpose and scope of this evaluation.

3.1 RATIONALE FOR THE EVALUATION

Many of the studies conducted so far have been in single states, each using different tools that

makes it difficult to consolidate findings across states. Moreover, the reports available are mostly

from Tamil Nadu since this is the state where ABL has been implemented on the largest scale for

the longest time (NCERT 2011, EdCIL 2010, Akila 2009, Shukla 2009, SchoolScape 2008,
Anandalakshmy 2007). Only a few reports were available from other states like Karnataka (CMDR

2010, Kaul 2004, Usha 2004, Lalitha 2003), Assam (Deka 2009, ORG 2005), Chhattisgarh
(Sarangapani 2013), and a few internal field-monitoring reports from UNICEF-supported pilots in
Chhattisgarh, Jharkhand, and Madhya Pradesh. UNI CEF&6s desk review (2011)
of available research studies that have examined the impact of ABL on children and classrooms.

Much of the above available research has several limitations: some of them are general reports
based on impressions rather than rigorous evidence; many do not track improvement in ABL
schools over time against a baseline, and do not compare ABL schools with non-ABL schools.

Besides the paucity of research evidence available, whatever research is available thus far on
ABLOGs i mpact in fact reveals a mixed picture. Wh
have had positive effects in improving childrend6s | earning processes and ou
have called into question whether children in these programmes are indeed learning better. Studies

like Akila (2009) and NCERT (2011) from Tamil Nadu have highlighted some concerns about

chil dr e n develslingeading,iMaths and English, and particularly about whether children are

able to maintain an age-appropriate pace of learning over the 4-year primary cycle.

In light of the limited and inconclusive evidence available at present, there is need for a stronger
evidence base across states that can provide a clearer understanding of the impact of ABL on
classroom processes and learning. As states seek effective strategies for achieving the goals of
RTE, and as more and more states continue to pilot and expand ABL programmes, it is important to
take stock of how successful the implementation of ABL programmes in various states has been,
what has been the comparative impact of ABL methods on classroom processes, relationships, and
outcomes for children, and the areas that still require further strengthening.

3.2 EVALUATION OBJECTIVES

The following are the objectives of the evaluation:

- To undertake a comprehensive evaluation of UNICEF-supported ABL/MAML programmes in 7
states
To assess the comparative impact of ABL/MAML versus traditional teaching methods on both
cognitive and non-cognitive learning outcomes of children in different states, as well as on the
nature of classroom processes and relationships in light of the goals of RTE and NCF 2005,
including child-friendly constructivist processes, continuous assessment, social interaction &
inclusion of children, elimination of discrimination & corporal punishment
To identify areas that need further strengthening in the way that ABL/MAML is understood and
implemented at various levels in different states
To build capacity of state and district level government functionaries to assess and strengthen
their own ABL programmes, by involving them at all stages of the evaluation process.

This evaluation will feed into state processes of piloting and up-scaling ABL programmes, giving
them concrete suggestions of areas that need further strengthening or modification to ensure
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positive outcomes for children. The evaluation results will generate an evidence base that can be
used in advocacy to inform the implementation of child-friendly, learning-centred education as part
of RTE provisions. It will also help in strengthening teacher education programmes to improve
childrenés |l earning outcomes, and -sérvice anha in-segvine
teacher preparation programmes. Additionally, the findings will inform the impact of pedagogical
practices (ABLandnon-ABL) t owar dlseamnmdhi | dr eno

3.3 EVALUATION CRITERIA

This report uses the five OECD&6s DAC crite‘ria for evaluation
i. Relevance i The extent to which the aid activity is suited to the priorities and policies of the
target group, recipient and donor.

i. Effectivenessi A measure of the extent to which an aid activity attains its objectives.

iii.  Efficiency i measures the outputs in relation to the inputs. It is an economic term, which
signifies that the aid uses the least costly resources possible in order to achieve the desired
results.

iv. Impact T The positive and negative changes produced by a development intervention,
directly or indirectly, intended or unintended. This involves the main impacts and effects
resulting from the activity on the development indicators.

v.  Sustainability T is concerned with measuring whether the benefits of an activity are likely to
continue after donor funding has been withdrawn. Projects need to be environmentally as
well as financially sustainable.

These criteria are widely recognized as the most appropriate criteria for evaluations and also help to
understand the various dimensions of ABL.UNICEF has adopted these criteria to conduct most
evaluations and the research questions in the Terms of Reference (ToR) are aligned to these
criteria.

3.4 EVALUATION SCOPE

Table 3 below gives the key evaluation questions, sub questions and their respective outcome
indicators:
Table 3: Research questions and indicators

1 | What is the nature of
learning processes
and relationships in
ABL classrooms
compared to non-
ABL classrooms, and
to what extent are
these aligned with
the goals of RTE and
NCF 20057

a. To what extent are ABL materials and
processes child-friendly, constructivist, and
do they encourage interactive peer learning
as per RTE and NCF 05 goals?

b. What is the nature of relationships and
classroom management in ABL
classrooms, and to what extent do these
reflect values of inclusion, non-
discrimination, respect for children?

- Theoretical

underpinnings of
advocated ABL model
and materials

- Degree and spread of

advocated changes
visible in classroom
processes &
relationships

2 | How is ABL being
understood and
implemented on the
ground, vis-a-vis the
pedagogical model
as intended by
educational

a. How is ABL understood by
stakeholders at various levels (education
planners, SCERT, SSA, DIETSs, Trainers,
Monitoring officials, teachers, HMs)? Are
there differences/ inconsistencies across
different levels?

- Understanding of ABL

by teachers,
administrators, trainers,
officials, planners

- Degree and spread of

intended ABL processes
seen on the ground

4 Sources: The DAC Principles for the Evaluation of Development Assistance, OECD (1991), Glossary of Terms Used in
Evaluation, in '‘Methods and Procedures in Aid Evaluation', OECD (1986), and the Glossary of Evaluation and Results
Based Management (RBM) Terms, OECD (2000).
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planners? Are there
areas that need

b. Is ABL being implemented on the
ground as intended by education planners?

strengthening in its
understanding or
implementation?

c. What are the gaps if any, reasons for
the gaps, and areas that need
strengthening in its understanding or
implementation?

Evaluation of Activity-Based Learning as a means of Child-Friendly Education i Final Report

(classroom organization,
use of materials, &
classroom processes)

- Consistency between

intended model and
ground implementation

How well have the
logistics of ABL been
managed (in terms of
efficient use of

a. What have been the costs of rolling out
ABL programmes, and how effectively have
resources been used?

resources and
timeliness)?

b. How timely have been the funds
release, trainings, delivery of materials,
academic support to schools, etc.?

1 Use of resources
9 Timeline of
implementation

What has been the
impact of ABL in
improving learning
outcomes and

a. Isthere any difference in learning
outcomes between ABL and non-ABL
schools, or significant changes in learning
over time against a baseline?

reducing
achievement gaps,
compared to non-
ABL schools?

b. Does ABL have any impact on childrend
conceptual understanding & higher order
thinking?

c. Has ABL had any impact on
achievement gaps based on gender, social
groups, school-type/size, locality?

- Learning Achievement

of children in ABL &
non-ABL schools, at
beginning & end of year

- Differences in

achievement by gender,
social groups, etc.

What has been the
impact of ABL on
non-academic

a. Has ABL had any impact on the
enrolment, participation, attendance and
retention in schools?

outcomes for
children?

b. Has ABL had an impact in non-
academic outcomes for children, such as
confidence levels, children6 enj oy m
engagement in learning, higher-order skills,
creativity, socio-emotional development,
co-curricular areas, health and nutrition,

use of sanitation & hygiene facilities, etc.)?

- Changes in enrolment,

attendance & retention
trends in states/districts
which have up scaled
ABL in recent years

- ldentifiable impact of

intended ABL processes
on non-academic
outcomes

- Focus in ABL schools
on co-curricular areas,
health & nutrition,
sanitation & hygiene

What are the key
factors that influence
ABLOGs i mpa,

a. Are there any correlations between
specific ABL processes and improved
learning outcomes?

children (or lack
thereof), related to
ABL processes
themselves,
implementation
rigour, contextual

b. Are there differences between the
highest and lowest performing ABL
classrooms in terms of implementation
rigour, contextual factors and/or child-
related factors?

- ldentifiable impact of
intended ABL processes
on learning outcomes

- Impact of
implementation rigor or
other contextual factors

- Impact of child-related
variables such as
starting ability, SES,

factors and/or child- gender, etc.
related factors?
What has been the a. What are the views on ABL of children, |Var i ous st ak

response towards
ABL by different
stakeholders?

teachers, HMs, parents, community,
education personnel, teacher unions,
SCERT?

stated perceptions of ABL
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b. To what extent is there ownership and
consensus among different stakeholders
regarding the desirability of ABL?

8 | Have the principlesof |a. Has ABL made any i |- Te ac hbelefs/diews
ABL been education-related attitudes, beliefs & in ABL vs. non-ABL
internalized by understanding? schools
teachers themselves, - Extent of integration of
and imbibed into b. Have ABL principles been incorporated | school curricula and
mainstream curricula | into curricula and training programmes? teacher education
and teacher programmes with ABL
education principles
programmes?

9 | What are the key a. Inthose states where ABL has or has | Various stated

factors that influence | not been up-scaled and/or sustained over perceptions
the system adoption | years, what factors are perceived to have sustainability

and sustainability of influenced its sustainability?
ABL programmes, :
and what steps can b. Are there any seri
be taken to increase Continuity in eaCh state?

likelihood of
sustainability?

COVERAGE OF EVALUATION QUESTIONS

As the evaluation questions were discussed with Advisory Committee and experts, the evaluation
team was asked to restrict the scope of work on some of the questions. These included evaluation
guestions 5 and 6. Regarding the impact of ABL on non-academic outcomes, it was advised that
measurement of this be limited to child autonomy in the classrooms. Similarly, it was agreed that the
contextual factors in evaluation question 6 were not defined specifically and may not be possible to
capture.

There were some practical challenges in the data collection also, especially for evaluation question
3 with regards to costs involved in rolling out ABL and timings of fund release. Most of this
information was not easily available across the states.

MANAGEMENT STRUCTURE OF THE EVALUATION

The evaluation was supervised and technically guided by an advisory committee chaired by Dr.
Krishna Kumar, Former Director, NCERT. The advisory committee comprised of representatives
from MHRD, EdCIL, NCERT, experts in the field and practitioners. The project was led by a project
core committee that comprised of project in-charges from UNICEF Delhi and El. The Advisory
Committee met the core committee periodically keeping the research guided with their inputs.
Additionally, an external expert team was closely working with the project core committee to
strengthen the work through their research expertise. An extended team of external experts was
also involved in the review of the tools.

The responsibility to manage and oversee the evaluation process was transferred to the Research
and Evaluation Specialist from the Policy, Planning and Evaluation Section after the completion of
the Draft Report stage i owing to new procedures at UNICEF India to increase transparency and
independence of evaluations.
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CHAPTER 4: METHODOLOGY

4.1 EVALUATION STAGES

Based on the scope and objectives outlined in Chapter 3, the design of the study was visualized in
consultation with UNICEF. The stages of evaluation, the sampling methodology and the approach to
analysis and limitations of study are discussed in this chapter.

For the evaluation, a mixed methods design involving qualitative and quantitative analyses was
suggested as per the terms of reference with UNICEF. The evaluation was divided into the following
three broad stages:

w Stage 1 (Aug-Nov 2013): collection of ABL materials including training modules and
understanding the current status and history of ABL in each of the 7 states by observing
classrooms and speaking with different stakeholders at state/district/sub-district levels;
development and piloting of tools for Stage 2 and development of training material for field
evaluators

w Stage 2 (Dec 2013-June 2014): administration of achievement surveys, teacher surveys and
basic classroom observations in a total of 857 schools in the 7 states, including both ABL
and non-ABL schools; collection, cleaning and analysis of data using these tools

w Stage 3 (September 2014-February 2015): development of tools for stage 3, sub-sampling
of the highest-performing and lowest-performing ABL classrooms from Stage 2;
.administration of a second round of achievement survey, and conduction of an in-depth
qualitative study involving several hours of classroom observations and teacher interviews

Figure 3: Project Snapshot

« Initial State visits; Discussions
Stage 1 with key stakeholders, Review
{Aug-Nov of ABL materials

2013):

» Round 1 Achievement
Stage 2 Surveys + Classroom
; i Mehsana
(Dec 2013 Observation checklists Valsad

July -840 schools in 7 states <
2014) =

Rajkot

- Round 2 Achievement <
Surveys in 245 schools

East Singhbum
Gumla

I:tag;: - In-depth Qualitative Study in Rt
ug-Dec 123 schools Seoni
2014): Shivpuri Mahbubnagar

Bhopal East

Godavari
Chittoor

Chennai
Cuddalore
Salem

= Analysis and Write-up:
- Integration of all 3 stages in
Report final report; Dissemination

and - Bagalkot
workshops at national+ state
recommen o ois P Tumkur

dations Udupi

A snapshot of the coverage and scope of the project is given in figure 3. A detailed description of
each evaluation stage is included in Appendix 4.1.

4.2. SAMPLING

Selection of states for evaluation was included in the terms of reference with UNICEF. For district
selection four criteria were used at the highest level for a representative sample:

1. Population weighted average of the Human Development Index (HDI)

2. Population weighted average of the Educational Indexes

3. Percentage of Educationally Backward Blocks (EBB)

4. At least one the selected districts with high tribal population (Scheduled Tribes (STs).
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In cases where there was a contradiction between the above metrics, the decision was based on
discussion with stakeholders in the state, while ensuring a broad alignment with the key criteria
above. Geographic coverage of the state was also factored in to the

extent possible. Based on the suggestions from states and the criteria Table 4: Sampled districts

listed above, the list of districts for stage 2 and 3 is mentioned in table 4
to the right.

Sujarat Mehsana
The objectives of the school selection for Stage 2 were as follows: Rajkot

1 Top level objective: Select 80 ABL and 40 non-ABL schools in Valsad
states where ABL is not state-wide, and select 120 ABL schools )

. . . . . Tamil Medu Cuddalore
in states with a state-wide implementation.

1 Next level objective: The sample should have a proportional Salem
representation of i boys and girls, children from urban and rural Chennai
areas, different types of schools (primary only, primary with |fajastran Udaipur
upper primary), different blocks, maturity of ABL implementation, Alwsar
Educational Backwardness etc.

Stratified Two-Stage Cluster Sampling was adopted for school selection Tank
using the Probability Proportional to Size (PPS) method. ':‘E':“f: Bhopal

races Seoni
School Selection for Stage 3: Stage 3 school selection involved a Shivpuri
purposive sampling at state level. The attempt was to include schools | —— ~ E——
which had high, and low performances along with high and low
adherence to ABL processes as per stage 2 data, so that classrooms of Bagalkot
different types could be investigated in further detail. The top 15% and Udupi
the bottom 15% schools, as per the learning assessment score from | ardhm Chittoor
each state were taken from the stage 2 Achievement Survey sample. |rrdesn Miahabubnagar
These scores for schools were taken separately for Classes 2 and 3 .
and the combined set of schools was then shortlisted to 35. The stage 3 East Godavari
sub-sample included non-ABL schools only from the top band, in order |lharkhand Gumla
to focus on the better performing non-ABL schools, and to understand East Singhbum
the processes and methods of learning adopted in these schools. fanchi

Qualitative Research sample involved the selection of 20 schools from the Achievement survey
sample of 35 schools from each state. The selection of schools was on the basis of their process
score, an additive index of non-ABL and ABL specific classroom processes questions from the
Stage 2 Classroom observation, as applicable to each school. Within the top and bottom 15% band
of schools, schools with high and low values for process index were selected, after checking for
internal consistency. A few exceptions to the stage 3 sub-selection of schools were made - for
Rajasthan instead of 20 only 18 schools met the selection criteria for qualitative research. Since the
state of Andhra Pradesh saw a division during the evaluation, the schools from Mahbubnagar could
not be included due to the delay in administrative appointments. For Jharkhand, only 5 schools were
selected for a dipstick review, as MGML was no longer practiced in the state.

The sampled and actual numbers of schools did vary marginally due to various administration
issues. A summary of these is presented in tables 5 and 6 below.

Table 5: Coverage of schools in Stage 2

ABL 80 81 2,396 2,454
Gujarat Non-ABL 40 39 1,201 1,267
Total 120 120 3,597 3,721
Jharkhand ABL 80 80 1,614 1,840
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Non-ABL 40 40 440 467
Total 120 120 2,054 2,307
Madhya ABL 80 80 1,638 1,675
Pradesh Non-ABL 40 40 773 754
Total 120 120 2,411 2,429
ABL 80 80 1,346 1,531
Rajasthan Non-ABL 40 40 520 643
Total 120 120 1,866 2,174
Tamil Nadu Total (all ABL) 120 94* 1,780 1,883
Karnataka Total (all ABL) 120 120 2,490 2,450
Andnre Total (all ABL) 120 120 2,039 2,351

*In Tamil Nadu, the total number of schools surveyed is 136. Forty-two government-aided schools
were surveyed too.

Table 6: Coverage of schools in Stage 3

Gujarat Mehsana 8 4 7 4
Rajkot 17 9 16 9
Valsad 10 7 10 7
Jharkhand Gumla 7 3 7 0
East Singhbum 20 13 20 3
Ranchi 8 4 8 2
';";%Zﬁ Bhopal 13 ! 11 7
Seoni 13 7 13 7
Shivpuri 9 6 9 6
Karnataka Bagalkot 11 6 11 6
Tumkur 15 9 15 9
Udupi 9 5 9 5
Rajasthan Alwar 13 7 13 6
Tonk 11 7 11 3
Udaipur 11 6 11 9
Tamil Nadu Chennai 13 9 13 9
Cuddalore 13 7 13 7
Salem 9 4 9 4
ﬁ;“f dhersh Chittoor 13 ! 13 7
East Godavari 12 7 12 7
Mahbubnagar 12 6 0 0
Total* 247 140 231 117
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4.3. APPROACH TO ANALYSIS AND FRAMEWORK

TERMINOLOGY USED

In common usage, the term ABL is used to refer to both the method (which includes a certain
classroom structure or the kind of materials used) and the philosophy (which embodies child-
centred ideals). Some of the state programmesar e al so simply called &6ABLO®
evaluation a distinction is made at three levels Philosophy, Conceptualization and Implementation to
ensure consistency and clarity of different meanings of ABL (see Figure 4).

Figure 4: Philosophy, conceptualization and implementation of ABL

Philosophy

- goals embodied by the principles of Child Friendly Learning
Centred (CFLC) education

- largely common across states

Conceptualization

- model & approach; materials; guidelines; training etc.-
methods of achieving goals

- different across states; may differ in a state from time to
time
Implementation

- how things are in practice or have actually played out
- ideally, implemeantation should be as per conceptualization

Philosophy: As far as the philosophy of ABL in terms of underlying principles goes, these are
referred as principl e s o f-FrighdiyhLedrihg Ce nt r e d 0 ed(c&ienlinGbis evaluation. The
themes that emerged through Stage 1 state visits were finalized through a discussion with experts
to constitute the definition of CFLC education, which forms the lens of evaluation and offers a
common ground for comparison. These principles are listed and explained below:

Meaningful, learning-oriented activities: Children are involved in activities/tasks that
focus on learning - the focus is on understanding and sense making, with scope for
exploration, expression, application, and deep cognitive engagement. The teacher
understands the purpose of the learning activities and does not simply carry out activities
without a clear sense of their purpose or learning goal.

Variety of learning materials in _use: Besides the supplied printed and wooden Kkits
different kinds of learning materials such as teacher-made learning aids, books and other
enrichment material are accessible and handled by children themselves. The teacher
uses these resourcefully based on the learning goals, going beyond the textbook and
blackboard.

Provision for self-paced and individualized learning: The teaching-learning processes are
buil't upon understanding, tracking and

progress. Childrends prior knowledge and
The child is allowed to learn at her/his own pace.

Opportunities to learn through different modes: The teaching-learning activities are
designed to support different learning modes including Peer learning (offering scope for
discussing and constructing knowledge together) and Self-learning (offering scope for
independent problem solving).

Scope for_higher order thinking and critical gquestioning: Children are provided
opportunities to apply learnt concepts and knowledge in new situations or problems.
Original thinking and critical questioning (related to both social issues and academic
content areas) is encouraged. Learning focuses on deeper understanding and not just on
rote-learning of content or mechanical understanding of procedures.
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vi.  Every child engaged or Child Engagement: All children are interested and engaged for
the majority of the class-time in meaningful learning tasks.

vii.  Continuous assessment integrated with the learning process: The teacher continuously
uses assessment as a part of the teaching-learning process, to provide feedback on and
improve understanding of children. In particular, the teacher views ¢ h i | dnmistake$ as
opportunities for furthering learning, and responds accordingly.

vii.  Democratic processes/ relationships in the classroom: Children are in a fear-free

environment where they can express themselves honestly and question things freely.
The teacher uses positive classroom management strategies to ensure a non-
threatening environment where children are given freedom and choice.

ix. Equitable and inclusive learning environment: The teacher actively provides an
environment that is inclusive and is supportive of diversity (diversity based on social

groups, <cast e, religion, gender, speci al nee
affirmed, and no child is discriminated against.
X. Contextual i zati on to childrenbs e Vhe tegctest gnableo r | d

children to connect learning to everyday lives and experiences, and draws upon the
communitybés resources and expertise.

xi.  Physical environment conducive to learning: The classroom setting is healthy,
comfortable, child-friendly and conducive to learning. The classroom setting presents
ample space and opportunity for creative expression of children and display of child

work.
xii.  Attention to holistic, all-round development: The teacher encourages different aspects of
chil drendés dev e lcalpsotialndreatifee ethical in pdaitios to cognitive),

and makes linkages across different subjects. The teacher values effort and positive
processes, rather than just achievements.

Conceptualization: refers to a specific model or programme used to implement the philosophy.
This could include the pedagogy, curriculum, specific learning materials, or a recommended
classroom structure. For instance, RIVER model is a conceptualization of CFLC.

It is worth noting that different states have different programmes or different conceptualizations of
the philosophy of child-friendly learning centred education. For instance, Gujarat and Rajasthan

have conceptualized CFLC e daocceptudlization af iCFLC dsrcalled | vy .

Pragna, which recommends grouping children on the basis of card and ladder, while Rajasthan has
a different conceptualization, which recommends grouping children based on their abilities. It is also
important to note that states have changed their programmes/ conceptualizations over a period of
time. For instance, in Tamil Nadu, though the programme has always been called ABL T the
elements of conceptualization, particularly around the learning materials available to children (in
terms of cards/ text books) has varied over time.

Implementation: refers to ground practices as observed during the evaluation. Ideally, these should
match the conceptualization in each state. However, there may be some obvious variations in the
ground practices. For instance, though Madhya Pradesh mandates grouping of children on the
basis of card-ladder, this was not always observed in the classrooms.

ANALYSIS FRAMEWORK

Guided by the philosophy of CFLC education, the framework for analysis assumes Classroom and
Teacher central to the study. The data from various stages has been explored through these two
strands to begin with. Classroom and Teachers are understood within the context of School, the
support received from the School as well as the Head Master/Mistress (HM) to appreciate the
school environment and its influences on the classrooms. Schools are considered a part of larger
ecosystem comprising of various Implementation aspects, State mandates, Training and Support as
well as Learning Materials provided. Figure 5 depicts this analysis framework graphically.
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Figure 5. Analysis Framework

Training

School Support

Classroom & Teacher

*+  Qutcomes ABL

Material

+ Teacher
Resources

Head Master (HM)

Implementation aspects

KEY FACTORS AND PARAMETERS
Key factors were identified through a detailed mind map of variables necessary to answer the
evaluation questions. Some of parameters also emerged through iterative analysis of the qualitative
data. Broad factors considered are:
M Classroom and Teacher
o Outcomes
o Teacher
0 Resources
9 Training and Support
9 Curriculum and Pedagogy (ABL Material)

T

Implementation (Administrative)

Each of these factors is further broken down into parameters on which data has been collated and
organized from various stages, as depicted in Figure 6.

Figure 6: Factors and Parameters for analysis

Classroom & Teacher Training & Suppor}  Curriculum Imple.m.entagon Vision & Buy-In
(administrative)

Outcomes Teacher Resources Leadership Functionaries |Communi]

el Quality Training on time |Understanding|Understanding
Academic outcomes Alignment to of top level |of principles .
- Stage 2 Scores CFLC principles Buy-in

J Attentiveness to princip Coherent visiofViews on into ABL

- Stage 3 scores Avaliability Quantity & recency Material on time [for primary desirability

all students i

education and challengeq
Planning for ABL

Classroom ﬁr?(;_erstan - introduction/
environment 9 Support quality scaling

Effort put by the Consistency over ) )
- Student Engagemellt¢ acher the years C.on5|.stency in Percepfioniof What
- Fear Free direction acrosg they want|

) Coherence . support from

Environment Usage leadership 1o from
- Self-paced learning (teacher/ changes P schools
- Peer learning Teaching methodistudent) Support quantity Funding
- Inclusive
Environment

Most classroom and teacher parameters from the qualitative research were coded through a well-
defined rubric and key comments / quotes from the transcripts related to each parameter were also
recorded. The rubric for this coding assigns a High, Medium or Low category to each parameter. For
instance, for the parameter 6 Op por t un i tLeamimgbtheaubricPeads like the following:
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High 7 Teacher provides and plans for opportunities of peer learning; children are seen explaining
to and discussing with each other, openly approach each other for doubts.

Medium 7 Children talk to each other, ask doubts intermittently, copy from each other; teacher
allows for but limits peer-interaction in class.

Low 7 No instances of peer interactions observed; children not encouraged to talk to each other, no
group activity planned by teacher; low or minimal child interaction

A detailed rubric of all the parameters coded is included in the Appendix 4.2.

4.4. DATA COLLECTION, SOURCES AND QUALITY

DATA COLLECTION

Data collection was done by the research team at Educational Initiatives (El), Research Assistants
(RAS) hired and trained by EI, as well as state personnel trained by El. As a way to develop
research capacity in the government system, evaluators appointed by the respective state/district
government bodies primarily conducted the survey work in Stage 2 and learning assessments in
Stage 2 and Stage 3. He | p f r o nwasNi8Otaken in some states. In Stage 2, about 30
evaluators were engaged per district for the survey duration of 10-12 days. The evaluators were
trained on the survey conduction processes through a two-day training conducted in the local
language. A total of 16 such trainings were conducted across the 7 states, training close to 600
evaluators.

In stage 3 a total of 20 Research assistants were selected and trained in 2 batches, one for the
Northern states and another for the Southern States, in a residential setting for 5 days. Core
members of the evaluation team and experts involved in the project conducted the training.

DATA SOURCES
A diverse set of perspectives was captured through various data sources. The following table 7
provides a list of all the data sources for the evaluation.

Table 7: Data sources

Interviews with State officials in SSA, SCERT, | Stage 1, 2, 3 Qualitative
DIET

Interviews with support personnel (CRC, BRC | Stage 1, 2, 3 Qualitative
etc.)

Interviews with key resource personnel involved | Stage 1, 2, 3 Qualitative
in ABL programme of the state

Consultation with key stakeholders, Advisory | Stage 1, 2, 3 Qualitative

Committee, experts on the evaluations, UNICEF,
eminent educationists in India

Teacher interview and questionnaires Stage 2, 3 Qualitative + Quantitative
HM Interview and questionnaires Stage 2, 3 Qualitative + Quantitative
Brief interaction with children and community Stage 3 Qualitative

Classroom Observations Stage 2, 3 Qualitative + Quantitative
School observations Stage 2, 3 Qualitative + Quantitative
Learning Achievement surveys of the children Stage 2, 3 Quantitative

Dipstick review of material in the light of ABL | Stage 2 Qualitative

philosophy

Teacher trainings attended in some states by El | Stage 1, 2, 3 Qualitative

team

Expert visits to the schools Stage 3 Qualitative
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TOOL DEVELOPMENT AND PILOTING

The tools for Stage 2 and Stage 3 were finalised by the evaluation team after multiple rounds of
internal review and expert review. The list of experts who were consulted for feedback on tools is
shared in Appendix 4.3. These were shared with the concerned UNICEF Education Programme
Officers (EPOs) and state officials and feedback was sought. The tools were piloted in 3 states, the
data analysed and necessary changes incorporated in the tools. All the tools used for the study in
Stage 2 and 3 have been shared separately.

STAKEHOLDER CONSULTATIONS

In stage 1, the evaluation team with support from the UNICEF Education Specialists, of each state
drew up a list of people who were involved in the policymaking, administration, curriculum making
and implementation aspects of ABL in each state. This list also included non-state personnel who
played a key role in the evolution of ABL in a state and experts who were involved in advisory or
other roles, and consultations were held with all these groups. Group consultations with people who
were involved in curriculum design, support personnel and teachers were also done in some states.
These consultations were guided by semi-structured discussion schedules and were conducted by
the evaluation team and the experts who visited the states. These schedules and the list of
individuals who were consulted are included in Appendix 4.2 and 4.3.

DATA ORGANIZATION AND QUALITY ASSURANCE
The data from various stages was organized at 2 levels i Classroom and Teacher level and State
level. At the Classroom level:
1 The transcripts from each of the schools was organized on various factors and parameters
considered
1 The transcripts were read and binned based on defined codes, and comments and verbatim
guotes from the data were added by the reader
1 Multiple team members coded the transcripts based on the defined rubric and differences
discussed and sorted out. This ensured uniformity in coding.
Similarly, state level data was also organized on the identified parameters.

A detailed triangulation plan for all parameters was developed to assure validity of the data
collected. For instance, a t e a géreeptidnson the idea of Peer-learning was triangulated with
data sources from State 3 Teacher Interview, Stage 3 classroom Observation and Stage 2 Teacher
Questionnaire.

In order to stay clear from value judgments, the Classroom Observations and Transcripts were
purely data based. RAs were asked to share their opinions separately in a summary. A booklet was
prepared with all the tools and sufficient number of blank sheets for the RAs to make notes and
write out descriptions and summaries. Thick descriptions of classrooms observations, interview
other interactions were recorded.

A rigorous multi-level field audit was conducted covering about 20% of the schools being surveyed.
The different levels that audited schools included government agencies, El Project Core Team, El
State Coordinators, and El appointed District Field Auditors.

4.5 RESEARCH ETHICS

It was ensured that the research design and methodology adhered to ethical standards. The
development of the tools, test conduction and analysis addressed these aspects at every stage. The
ethical standards are discussed below.

PERMISSIONS
Permission to conduct the evaluation was sought from MHRD before starting the project and the
respective state governments during each stage of the project. The permission letters were provided
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to the evaluators and RAs before their visits to the schools, and they conducted a briefing with the
teachers and the HMs before commencing their observations and interviews. A copy of the
permission letters is shared in Appendix 4.4.

DISCLOSURE

All the research patrticipants, HMs, Teachers, BRCs, children were informed about the purpose and
procedures involved in the evaluation. The teacher questionnaire in stage 2 contained a note to this
effect and the evaluators and RAs were advised to inform all participants about the purpose of
evaluation, how and for what purposes the data would be used and clarified any questions that they
had.

The achievement survey test papers also carried the message that the test was for research
purposes alone and the evaluators were advised to conduct the test in a non-threatening manner
that did not create any stress for the children. Extra time as required was given to children with
special needs. The sampling for the learning achievement was done in such a way that there was a
roughly equal representation of boys and girls.

CONFIDENTIALITY

Strict confidentiality was guaranteed to the participants. The names of the participants or the
schools or any other details that may lead to identification have been kept confidential. These have
not been used in the report or shared with anyone so as not to put the participants in a situation
where they are at a risk of physical or psychological harm.

REDUCING BIAS

The training for evaluators and RAs included a session on gesearch ethoséwhere they were advised
on respecting the rights of the teachers whose classrooms they observed or interviewed and on
appropriate behaviour with children. They were instructed to merely observe and not interact with
the situation in any way nor demand that anything special be done for the sake of the evaluation.
The RAs in Stage 3 were also trained rigorously on writing the description of their observations to
ensure that their opinions and judgments do not influence the classroom observations. Their
opinions about the classroom were recorded separately. The interview schedules for the teachers,
HMs and children also ensured that the questions were not leading and did not influence the
teacher to give a specific response. All the tools are shared separately as an annexure.

4.6. LIMITATIONS OF THE EVALUATION

Gains in learning achievement over a period of time

The evaluation as conceptualized in the ToR was designed to measure the impact of ABL by
measuring the learning gains over the span of one academic y e ar in the -@&BBDBLO a
schools where the implementation is not statewide.

However, due to a delay in the award of the project, the learning assessments could not be
conducted at the beginning and end of one academic year. The first achievement survey was
conducted in February 2014, towards the end of the academic year. The second achievement
survey was conducted in the period December 2015 7 January 2015, towards the end of the next
academic year. The differences in the timing of these surveys relative to the span of an academic
year made it difficult to do a simple comparison of scores (this limitation has been highlighted earlier
in the inception report). The issue was further exacerbated due to the incidence of copying in the
achievement surveys, which is discussed next. This limitation has been mitigated by the comparison
in learning achievement between classrooms that adhere more closely to the RIVER ABL method
and other classrooms that do not.

Incidence of Copying in Achievement Surveys
A number of cases of possible copying in the achievement tests in both Stage 2 and Stage 3 were
observed. In this light, while the broad state trends can be determined, the actual scores may be
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inflated®. Additionally, with respect to the associations, the trends are only indicative of the
associated factors to learning levels, and the magnitude of differences reported may have some
degree of inaccuracy due to the irregularities in scores. Six classrooms where the copying or
assistance was clearly traceable, and its impact appeared significantly stark, were removed from the
analysis. It should be noted that other classrooms are also likely to have copied to some extent. For
the purpose of this analysis, however, it was found that the extent of copying is likely to have been
similar across classrooms and states in both ABL and non-ABL schools, and would not affect an
examination of associations of learning levels with classroom types or teaching methods.

The eval ua tinvestigation ef simitarity in response patterns revealed that Stage 3 scores
were more reliable. Details of these checks are provided in Appendix 4.5. The limitations posed by
copying have been mitigated by using the S3 scores for analysis.

All Non-academic outcomes of ABL could not be assessed

It was decided in the Advisory Committee meeting in October 2013 that some of the non-academic
outcomes stated in the ToR such as sanitation, hygiene etc. should be excluded from the scope
given the practical challenges. On the assessment of confidence levels and creativity of children,
past tools from other studies were analysed and approaches to the measurement of these attributes
had limitations as pointed out by experts. It was therefore decided that it was not possible to make a
robust determination of such outcomes within the scope of the evaluation. It was decided to mitigate
this limitation by assessing the autonomy of the learner as observed through the classroom
transactions, as a proxy for learner confidence. Also the inclusion parameter could not be captured
in detail during classroom observations as that may require more time to observe or be a separate
study in itself. Instances of explicit exclusion were noted, however.

Limited data on Funds Release and Usage for ABL programmes

The ToR specified an investigation of funding amounts and its timeliness for the ABL programmes
to determine efficiency. The funds for ABL were drawn from different sources i like SSA funds for
Learning Enhancement Programmes and state innovation funds over different periods of time. Also
many fund allocations at the state level are for primary education as whole and not for ABL in
particular (e.g. BRP/ CRP visits, cluster level meetings, teacher training etc.). Further, the differing
models of states would make it difficult to do a comparison of funds requirements and availability.
Given the complexities involved tracking of fund release and use was not possible and hence a
rigorous analysis was not undertaken. However, interviews with states, especially in Tamil Nadu
and Gujarat, indicatethaton a running basi s, there arenot
in an ABL vs. Non-ABL scenario. Therefore additional funds have not been a major factor in the
success of ABL implementations. Significant investments in teacher development and support are
needed to achieve child-friendly classrooms and better learning outcomes, but these again are
independent of an ABL or Non-ABL strategy being adopted.

Other Potential Biases
The design of stage 2 survey was such that it was conducted by a mix of government evaluators
and non-government personnel. As the government evaluators had a stake in the implementation of
the model in their state, this could have led to some bias in the survey results.
This bias was mitigated through the following steps:
1) Including 30% of non-governmental evaluators in 4 out of 7 states and 100% student
evaluators in one state
2) Conducting field audits in 20% of the stage 2 schools
3) Triangulation of data on stage 2 classroom processes with stage 3 where the evaluation was
conducted by independent RAs recruited by El
4) Expert visits to about 20% of schools in the study in stage 3 and field audit in 18% of schools
during achievement survey

5 State trends are broadly in line with other past assessments. Details are given in Appendix 4.6
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5) Longer duration of classroom observations: 6-8 hours spread across 3 days to avoid any
effects of a staged classroom. The RAs were trained on strategies to identify classrooms
that are staged e.g. checking if the learning material showed signs of usage, asking for the
progress charts of previous term etc.

In the process of triangulating data from various tools of stage 3, it was seen that there were a few
inconsistencies 1 for example from the classroom observation it appeared that the teacher was
teaching in a particular way because the evaluation was in progress, or teachers practices in the
classroom did not corroborate with her/his stated beliefs in the interview. In such cases these
transcripts were not considered.
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CHAPTER 5: FINDINGS

This chapter discusses the detailed findings from the evaluation, organized as per the evaluation
criteria of Relevance, Effectiveness, Impact, Efficiency and Sustainability. A summary of key
findings is included at the beginning of each of these sub-sections. Findings under the Relevance
section pertain to the ABL programme design, while those under Effectiveness, Impact, Efficiency,
and Sustainability are concerned with programme implementation. Since the design elements are
inherent to the implementation of the programme in different states, the findings relating to the
programme implementation also reflect on the programme design of the state.

5.1 RELEVANCE

This section:

1 Examines how far the key features of the original state models, are aligned to CFLC
principles, and goals as outlined in the National Curriculum Framework (NCF) and Right of
Children to Free and Compulsory Education (RTE.)

1 Examines how aligned the processes and the learning materials of the current state models
are, to CFLC principles and the deviations, if any, from the CFLC principles.

Table 8: Relevance: Summary of main findings

1. The structural aspects of the original state models (adapted from RIVER model) facilitate
classroom processes aligned to CFLC principles.

2. Over the years, some state models have moved away from grouping based on card-ladder,
weakening alignment to CFLC principles.

3. The learning materials, such as card-ladder and text books across states, are focused more
on mechanical and fun aspects of learning, with few opportunities for critical thinking,
collaborative learning and contextualizat i on t o t he | earner s si

5.1.1 STATE ABL MODELS, CFLC PRINCIPLES AND GOALS OF NCF/RTE

The wide differences in the conceptualizations of the ABL models across states described in section
2.3 make it necessary to define a common ground for comparison. Considering these variations, the
evaluation team, along with experts in education, developed a set of principles that form the basis
for any child-friendly learning-centred education. These also draw upon the objectives of introducing
ABL as articulated by the state functionaries in the stage 1 visits. These principles, which have been
detailed out in section 4.3 capture the essence of RTE and NCF 2005. Analysis reveals that the
CFLC principles largely represent the goals of NCF. The details are included in Appendix 5.1.

The RTE Act also mandates that elementary education must involve child-friendly and activity-
based learning processes, must ensure equity and inclusion of every child, and promote an
environment that is free from fear, anxiety, discrimination, corporal punishment or mental
harassment to any child. All these aspects are covered under the CFLC principles.

As a report on Indian primary schools shows, children dropping out of schools or attending school
irregularly is still very common. Also, school environment remains iniquitous and discriminatory vis-
a-vis both the socially marginal communities and girls (Bhattacharjea, Wadhwa, & Banerji, 2011). All
teachers are not adequately equipped to facilitate child-friendly learning through activities, discovery
and exploration as mandated by the Act, and to ensure positive learning outcomes for all children. In
this context, ABL has emerged as one potential model that can help us achieve these goals.

The adherence to CFLC principles is influenced by both the state mandated processes and the
learning materials supplied by the state, apart from the teacher practices inside the classroom.
Some of the principles, like the presence of an equitable and inclusive learning environment, or
continuous assessment being integrated with learning, are largely influenced by the processes
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mandated by the state. Some others like presence of opportunities to learn through different modes,

or provision for self-paced and individualized learning depend on the classroom processes, as well

as the nature of materials provided by the state. The materials should provide scope for these and

the processes followed in the classroom must enable these. Other parameters like scope for higher
order thinking or contextualization to the chi
material. Different models of ABL involve different sets of processes to be followed and each state

has also prescribed a set of materials. In the following sections the alignment of the state mandated
processes and material to CFLC principles is examined in detail.

5.1.2 ALIGNMENT OF ORIGINAL STATE MODELS TO CFLC PRINCIPLES

It is observed that the key features of RIVER that are also part of the original state models do
facilitate processes aligned to CFLC principles and therefore to NCF/RTE. This is discussed further
along different parameters involved.

Democratic Processes/ relationships in the classroom

The seating arrangement and the classroom processes in a classroom that follows grouping based
on card-ladder is very different from a conventional classroom. Unlike a conventional classroom
where children sit in rows and there is restricted movement in the class, here the children sit in
groups depending on the extent of support (from the teacher or peers) they require to complete the
activity they are engaged in. The teacher sits amidst the children at the same level, instead of being
at a fixed position in front of the class. This bridges the physical distance between the teacher and
the children and the teacher and facilitates a more relaxed and fear-free interaction between the
teacher and the child.

Children use activity cards, along with a variety of other learning materials, and work through cards
at their own pace. Once they complete an activity card, they find the next card in the pre-determined
sequence (ladder) pick it up, move to another group as required and work on it. There is a lot of
physical movement in the classroom 1 be it to access cards and learning materials or to move from
group to group. The freedom to move and speak in the class forms an important part of a healthy
at mosphere, a sign of o6lifed in the classroom.

The classroom is structured to be child-friendly. There is a provision for colourful teaching learning
materials and these are arranged in such a way that the child can access these without any
assistance from a grown-up. Also, there are low-level black boards on which the child can practice
writing. The work of the child, written work, drawing or other craft work, is displayed either on soft
boards or hung up on wires at the eye level of the child. Having a space of their own to practice,
and having their work displayed gives children a sense of confidence and reaffirms their worth.

Equitable and inclusive learning environment

The way the children are expected to be seated in an ABL classroom, in groups that change in
composition, with children moving from one group to another, based on the nature of the activity that
they are engaged in, gives sufficient opportunities to interact with each other. This ensures that
different children have to interact with each other through the learning process. The increased peer
interaction reduces the possibility of potential discrimination and exclusion of some children based
on gender, caste or any other criterion.

Also, the ladder ensures that a child, if she/he is absent for a long period of time, is still able to
continue from wherever she/he left off and does not have the burden of missed lessons. So
children who cannot attend school regularly due to external circumstances are not penalized and
are instead included.

However, the model does not have efficient ways of handling a child who has never been to school
and is in a higher class such as 3 or 4 on account of RTE mandates. The same holds for Children
with Special Needs (CWSN) and slow learners.
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Variety of learning material in use

The initial state models adapted from RIVER provided opportunities for children to learn from
multiple sources, doing a number of activities using a variety of learning materials. The activity cards
envisage the use of a rich variety of resources including materials like beads, sticks, abacus charts,
game boards, dice, flash cards, extra readers, audio-video material etc. that children can handle
and play with, to understand concepts of Maths, Science and Language. These materials formed a
part of the 0 ABslandkvere Wualtly Btatarsapplied. Bhis madel enables the use of a
variety of materials more effectively, as compared to a conventional classroom where neither the
curriculum explicitly necessitates the use of a variety of learning materials, nor does the state
supplies these.

Every child engaged

In a classroom following grouping with card-ladder, a child chooses his own activity in accordance
with the ladder and completes it at her/his pace. Unlike in a conventional classroom where many
children remain passive and are not a part of the classroom transactions, here, every child works
through every activity. Also, this model gives an opportunity for the child to complete an activity in
her/his own time and there is no sense of humiliation or shame at taking more time to complete an
activity. The child moves to the next activity as and when she/he finishes the previous one and is
not forced to move on before completing the activity just because many others in the classroom
have moved on. There is no comparison with another child and each one works at her/his own
pace. The variety of activities and learning material in use increases the likelihood that the child
does not experience boredom or disinterest.

Continuous assessment integrated with the learning process:

Assessment is built in to the card-ladder model and completion of a milestone is indicative of the
competency being attained. The assessment card is not visibly different from a regular practice card
and the child works through it just as she/he would do with any other card. There are no marks and
grades assigned to completion of a card. In fact the completion of each card in itself indicates the
level of understanding of the child and gives the teacher pointers to what the child needs to do next.
Thus the original state models ensured that assessment is continuous and integrated with the
learning process.

Provision for self-paced and individualized learning

The original state models also allowed the child to largely progress through the ladder at her/his

own pace, similar to the RIVER model. As t he 6Rati onal e for MGML 6
programme makes room for teacher innovation by allotting almost 40% of the spaces on the ladder

t o t he t e ac h e (Herzerbedyer,s n.d.)e The odocument also discusses different
configuration of ladders incorporating loops, detours spirals and straight lines.

Opportunities to learn through different modes

The model itself does offer the scope to learn through multiple modes, individual learning, learning
through interactions with peers, through experimentation, making and doing things etc. However, for
this to happen, the materials have to be designed carefully. Details of the initial models were not
available to permit a detailed investigation. The current state models restrict opportunities to learn
through different modes, and this is covered in more detail in the next section.

5.1.3 ALIGNMENT OF CURRENT STATE MODELS TO CFLC PRINCIPLES

Some states have deviated significantly from the original ABL model over a period of time
and in many cases this makes their models less aligned to CFLC principles. Over the years,
many states moved away from the underlying principles of the original model by reverting to
textbooks, conventional whole-class instruction and traditional assessments. One example of this is
the return to textbooks in Andhra Pradesh and Rajasthan.
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Reversal to text books

Rajasthan and Andhra Pradesh have collated the <ca
based textbooksbé. These textbooks artheir driginalestatd e d t «
models. Tamil Nadu has also introduced textbooks, which are to be used along with the card-ladder.

However, many stakeholders in Tamil Nadu see the textbook as being the primary source of

learning instead of cards.

The possibility of textbooks facilitating child-friendly learning needs to be reviewed. With a carefully
designed textbook and adequate training to change mind-sets and provide necessary skillsets, it
may be possible to do so. However, the evaluation team found that states which follow the textbook,
deviate more from the CFLC principles. Given a textbook, there is a tendency to fall back to
conventional teaching rather than trying out newer methods; perhaps because the textbook is seen
as a symbol of a particular pedagogy. Further, aspects like provision for self-paced learning,
opportunities for collaborative learning, integration of assessment into learning, were found to be
lacking in textbook based models.

Differentiated and Self-Paced Learning

Most of the states have placed some restrictions on the extent of self-paced learning possible, even
when following a card-ladder based model. This could be in the form of prescribing the number of
milestones to be covered in a certain period of time, or in the form of periodic assessments for
which specific content has to be covered.

Karnataka and Guijarat prescribe the number of cards that need to be covered in a given interval of
time, or the average time expected to complete a milestone. These are however not enforced
rigorously and the teachers still have the flexibility of allowing a child to take more time than that
prescribed. So the presence of guidelines by themselves does not restrict self-paced learning
unless the time limits are enforced.

Tamil Nadu has divided the ladder for a given year into 3 parts, (of roughly 3 to 4 milestones) each
to be covered within a trimester. At the end of the trimester is a summative assessment, which
covers the content of these 3 milestones. This makes it necessary for every child to cover the
content allotted for a trimester within the trimester. Madhya Pradesh also follows a similar approach
wherein there are monthly assessments associated with prescribed cards. The child has to cover
the content for the test in the allotted time. This leaves very little scope for self-paced learning when
compared to the original state models in these states.

Another point is that the implementations in different states were all based on linear ladders. Each

child is expected to go through the same set of cards in the same sequence. There is limited scope

to vary the sequence of tasks that a child does in a given milestone or accommodate different styles

of l earning. As anor fABL) toabe fruby Adiffereéntialnealucatian, (i.e. fid each

according to her need), there needs to be scope to adjust the sequence, repeat/reiterate or bypass

certain things, use learning methods with some children that are not being used with others

(because the others do not work with par ti cul ar c hi | Shukla )200%. nTde s o (
differentiation is largely in terms of pace and differentiation on other fronts is not possible.

Assessment being integrated into learning

The way the ladder is structured, the progress of the child along the ladder can itself be considered
an assessment because it clearly tells the teacher what the child knows and what he does not know.
The ladder definitely serves this purpose of an assessment.

However, in response to the CCE mandates, some states (particularly, Madhya Pradesh, Andhra
Pradesh, Tamil Nadu and Rajasthan) have planned for separate assessments, even in the ABL
class levels. Karnataka has desisted from this practice so far. Gujarat has instituted end of the year
assessments since 2014. Madhya Pradesh and Tamil Nadu have periodic assessments. In Madhya
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Pradesh though, specific logos of cups and medals, denoting monthly or half-yearly assessments
are placed in the ladder. This makes the periodic assessments take precedence over the informal
assessment mechanism inherent in the ABL card-ladder. The same is true of Tamil Nadu where
marks are assigned to specific cards as part of the CCE requirements. The end-of-term examination
is conducted using separate question papers in some districts, thus diluting the principle of
assessments being integrated into learning. Though the very purpose of CCE is to integrate
assessment into learning, the widespread focus now seems to be on the nominal aspect of meeting
the 6reportingd requirements.

5.1.4 ALIGNMENT OF STATE LEARNING MATERIALS TO CFLC PRINCIPLES
As noted earlier, the focus of learning materials such as card, ladder, and textbooks across states

was eitheron pr ocedur al l earning or 0 ngandes. Ut rwéas ramecto find i t i e

activities that support NCF goals like collaborative learning, critical thinking, and contextualization to
t he | ear ne Ddads obthistfon thet siatesrof evaluation have been shared below.

Opportunities to learn through different modes

There are a few activities that call for collaboration between peers in the materials of all states.
However, the material does not provide much scope for peer learning. Most of the activities
intended-sappobdédpetedlbe dd a pdedesudh thatehsy could be carried out by a
child on her/ his own, or needed a good amount of teacher support. This leads to a situation where
children are working individually even when sitting in groups.

Further, for an ABL classroom to function effectively there should be a good mix of teacher-
supported, peer-supported and individual activities and whole-class activities. This is essential to
ensure an optimal use of teacher time. This aspect has not been given sufficient thought in the
design of the materials. This limitation places greaterd e mands on t he teacher 6s
may not be able to manage, and thus impacts the way ABL functions in a classroom.

Meaningful, learning-oriented activities
Activities that seek to generate experiential learning, that is, set interesting challenges that lead to
reflective engagement and enable the child to construct her/his own understanding would require:
9 An appropriate /i wo r t hswtstantiaddthallenge
1 Opportunity to reflect on the process (occasionally articulate it as well) and carry it further,
often through applicationori h or i z o nt a landfericarblationat i o n
1 Scope for fronsolidationo of learning, either at the end of activity or periodically (Shukla,
2009)

However, most of the activities in the ABL material across states lack the aspects of challenge and
opportunities for reflection. A large proportion of activities are no more than textbook-like exercises,
which aim to reinforce a concept at best or a fun activity that involves physical movement and
provides a break from the monotony of a classroom. Such activities do have their value in an
elementary classroom. But too many activities of this type and fewer learning-oriented activities

C
<

curtail opportunities to think, r e f | ect and construct knowl kedame . To
6activityod i s nowfmastglementary schiool teaickersrbatnimany eases this has
just been grafted ontothe 6 Hebarti and | esson pl an,attetendlof eacthr i ven

lesson. There is now more talk of competencies, but these competencies are still pegged onto
lessons much inthe mannerof6 out comes 0 (NCF, 2005). Thipartofi s t
ABL material across states and the material falls short of NCF expectations on this aspect.

Scope for higher order thinking and critical questioning

Overall the material implemented across states, does not take into account the development of
higher order skills. It focuses on the basics in a mechanical way. This was evident from the
classroom transactions observed and reported by the experts as mentioned in section 5.3. Also, the
activities were mostly mechanical and repetitive, aimed more at drilling a concept into the child,
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rather than providing opportunities for exploration and deeper understanding. Thus learning remains
largely procedural and rote-based. It is left to the individual teacher to create opportunities for critical
thinking and questioning.

Contextualization to childrenés everyday worl d
NCF, 2005 regards the local environment and the child& own experiences as the best @&ntry points,
into the study of disciplines of knowledged6. Al so

All the states in the evaluation have attempted to guide themselves by this principle and succeeded

at this in varying degrees. Drawing from the review of materials it is observed, in a state like Tamil

Nadu, the attempt at dr awi ng hasxnat@apaysresultédrinosnitabteh e ¢ h
material that the child could connect to. Rajasthan on the other hand, has well-chosen situations;

however, the attempt to tie these together to create actual learning is weak. Andhra Pradesh has
managed to strike a balance by having a good numt
context and deriving learning from them.

Most states have tried to use local dialects and many locally used words find a place in the material.
Jharkhand has done this effectively. However, this sensitivity to the home language of the child
stops short of including rural dialects/contexts. There were contexts in the material, which a rural/
tribal child would not connect to, and there is no provision or effort seen to bridge the gap.

Also, there is a disconnect between words that a child uses at home and the ones that he hears at

school. Many words in Hindilike 6 Na B, 6 g ahade,foundl  plaxegas the first few words that a

child learns at school, because they do not have matras. The choice of words that a child is
introduced to seems to be driven by the order in which the letters are introduced and not by how

familiar these would be to the child. This creates situations where the child has to learn unfamiliar

names for familiar objects, which she/he may know, by another name. A researcher shares an
example of a child havi ng salagabforeckephant, whickeis cormmoaly vy u s
cal bamed G n K@eanora 2083).

In conclusion, ABL does answer the need for a multi-grade multilevel pedagogy that provides a child
friendly learning atmosphere. However, some aspects like the TLM need to be looked into and
modified to ensure that learning happens as envisaged. Also some of the changes made in the
state implementations like the move back to textbooks, encourage a tendency to revert to one-way
transactions in the classroom.

5.2 EFFECTIVENESS

This section lays out how the idea of ABL, as defined through CFLC principles, translates on the
ground. Important gaps between intended goals and practice on the field are identified and
consolidated at the end of this section.

A summary of important findings under O6Effectiven
Table 9: Effectiveness: Summary of main findings

Wherever numbers are shared below, these pertain to the sample of 110 classrooms observed in
Stage 3
1. Practices in 75% of classrooms are largely fear-free, though this also includes classrooms
where the atmosphere is casual and not oriented towards learning. High child engagement is
seen in 27% of classrooms.

2. Overall 30 (27%) classrooms are alighed to CFLC principles. Children are seen to take
charge of their learning in only 13% classrooms.

3. The effort taken by the teacher was observed to be high for 23% of teachers. Only 23 of 110
teachers (21%) observed were able to keep all children engaged.
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5.2.1 ABL CLASSROOMS: PRACTICES ON THE GROUND

As discussed in the previous sections, ABL programme in different states has been conceptualized
differently, though the stated philosophy is similar. Given this, classroom practices have been
evaluated through their alignment to CFLC principles. While observing classrooms the following
child-friendly learning centred parameters (table 10) were considered:

Table 10: Parameters for analyzing classrooms

Child Engagement

Fear Free environment in the classroom
Opportunities for Self-paced learning for children
Opportunities for Peer Learning for children
Inclusive environment in the classroom

QA IWIN|F

Each classroom was rated on the above parameters with the degree of alignment rated as High,
Medium or Low. For a detailed definition and excerpts from classroom observations corresponding
to these, please refer to Appendix 5.1. At a broad level the following trends were observed on these
parameters in the 110 classrooms from Stage 3.

Around 75% of classrooms had reasonably fear-free environment. This was indicated by

chil drend physical mo v e ment in the <c¢classroom, V C
activities, children assuming responsibility for their learning (e.g. taking card and/or teaching

learning material on their own) and absence of physical punishment.

Figure 7: Classrooms climate and process

| 110 classrooms | Classroom Climate & Process
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Only in 27% classrooms of 110 classrooms, children were engaged in learning activities, in addition

to the classroom being fear-free. Child engagement in a classroom was noted through signs such

as children asking questions or responding to tea
teacher about a task/ learning activity, and interest shown by child while doing class work. Further

children taking charge of their own learning was observed only in 13% of the 110 classrooms. This

was observed through signs of student independence- whether they went about doing their activities

even in the absence of a teacher or volunteered to help their peers. High to medium levels of peer
interaction and self-paced learning were observed in these classrooms in contrast to low levels on

these parameters in all the other classrooms.

Further, these classrooms were classified based on the rating on the above-mentioned parameters
and divided into classroom types. While classifying a classroom, child engagement and fear-free
environment in the classroom were given more importance than parameters like opportunities for
self-paced and peer leaning as well as inclusion. This was guided by the fact that one of the key
differentiating factors between the top and bottom bands of classrooms as analysed in Stage 2 was
child engagement. Fear-free environment is also considered one of the fundamental elements in a
child-friendly environment. Various degrees of alignment with CFLC were found and these have
been broadly categorized to 5 types of classrooms as summarized in table 11 below®.

Table 11: Classification of Classrooms based on alignment to CFLC principles

Type 1 High High High to Medium 14 13%
Type 2 High High to Medium Medium to Low 16 14%
Type 3 Medium Medium Medium to Low 25 23%
Type 4 E/Ioielum o Medium to Low Low 37 34%
Type 5 Low Low Low 18 16%

Only Type 1 and Type 2 classrooms, i.e. 30 out of 110 classrooms observed were aligned to
CFLC principles to a reasonable extent. While the degree of alignment (or the lack of it) varied, a
majority of classrooms observed (80/110) were not aligned to CFLC principles. A distribution of
Classroom types is presented in figure 8 below.

6 A few exceptions were made in this classification based on the qualitative judgments of the researchers,
especially where some information appeared contradictory or was incomplete.
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Figure 8: Classrooms by alignment to CFLC

Classroom Type

To read a detailed description of each Classroom type as well as excerpts from the data pertaining
to a particular classroom type, please refer to Appendix 5.2.

Classroom Types by States
Classrooms from all states are observed in each classified type. However, as shown in figure 9
below, the proportions contributing to each classroom type do vary.

T
1
T
1

40
30

20

Number of classrooms

10

8 out of 14 classrooms in Type 1 group are from Karnataka.

Majority of Andhra Pradesh and Rajasthan classrooms are in Type 4, while majority of
Madhya Pradesh classrooms are in Type 3.

Classrooms from Tamil Nadu are largely split between Type 3 and 4, and Gujarat between
Type 3, 4, and 5.

Figure 9: CFLC Classrooms by state
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Teacher and Teaching Parameters’

Apart from the CFLC parameters mentioned above, several other teacher and teaching parameters
were considered in order to understand what influences classroom processes. (Table 12) Some of
these parameters also emerged during the qualitative data analysis of classroom observations.

Table 12: Teacher and teaching parameters
1 The effort taken by the teacher
2 Teacher 6 skeephllichildrengngaged
3 Teacher buy-in of the ABL method
4
5

Classroom organization
Availability and usage of materials in the class

The qualitative data on each of these parameters was coded as High, Medium, and Low. For a
detailed definition and classroom excerpts of each of these parameters please refer to Appendix
5.3. The relationship of these parameters with different classroom types discussed earlier, were
studied both qualitatively and quantitatively. The broad trends and insights from this analysis are
summarized below.

1. The effort taken by the teacher was observed to be high for only 23% of teachers
(25/110). These teachers were seen taking a learning process to completion with each child,
making their own materials or giving different homework to different children. Looking at the
teacher effort by classroom type also revealed a strong trend towards CFLC alignment.
Large proportion of teachers putting in high effort were in Type 1 and Type 2 classrooms and
higher proportion of teachers putting low effort in Classroom type 5 as seen in figure 10.

Figure 10: Teacher effort and Classroom type

2. It was observed that one of the distinguishing factors that contribute to making a CFLC
classroom is the ability of the teacher to keep all children engaged in the class. Overall only 23

7 Further discussion on these parameters is included under the Impact section 5.3
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