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Foreword 

Different policies and the curriculum frameworks at the national level since independence 
have called for examination reforms from time to time.  As per the National policy on 
education 1986, the subsequent National Curriculum Frameworks developed so far 
recommended use of Continuous and Comprehensive Evaluation (CCE), which too evolved 
over a period of time with the changes emerged in understanding as to how children learn. 
Considering it as a system of school-based assessment, as envisaged by the NCF-2005, the 
Right of Children to Free and Compulsory Education (RTE) Act, 2009 made it mandatory up 
to the elementary stage. Since the enactment of the Act, which restrains any kind of external 
examination and emphasizes on creating fear and stress-free environment, many steps were 
taken by all the States and UTs in this direction. However, concrete changes were not visible 
in the assessment practices at the ground level as the concept was misinterpreted that 
eventually led to dissent among major stakeholders. In view of this, the NCERT developed a 
set of guidelines to enable the practitioners to bring the existing models of CCE to adhere to 
the core principles of 'Assessment for Learning', 'Assessment as Learning' and 'Assessment of 
Learning' with appropriate flexibility to use assessment to help all  children attain the 
learning outcomes which is a  key recommendation laid down by recent National Education 
Policy-2020.  The NEP-2020 also emphasized the use of robust continuous (adaptive) and 
comprehensive (holistic) assessment approaches for tracking and individualizing the learning 
progress of the learners which are in consonance with CCE Guidelines (2019) of the NCERT. 

To understand and portray CCE as a system of school-based assessment the NCERT not only 
undertook a  wide dissemination of  the CCE guidelines through regional workshops with all 
the States and UTs but also initiated a study on implementation of CCE in the DM Schools, 
to obtain a firsthand feedback on this at the ground level and also to portray them as model 
schools practicing CCE in the respective regions. This report includes insights from pre-
phase and based on which some immediate interventions were conducted. We hope that it 
will help the stakeholders of all the States/UTs to identify and plug the loopholes associated 
with the implementation of CCE as envisaged by the RTE Act and the NEP-2020 in the 
schools across the country. Additionally, this study has opened many prospects to take 
similar endeavors for supporting and strengthening the assessment practices in all the 
schools. 

I congratulate the Department of Elementary Education, NCERT especially Prof. Kavita 
Sharma, Principal Investigator and her project team Dr. Charu Saini, Sr. Consultant and Ms. 
Shivali Gautam, Senior Research Associate for shouldering the responsibility and diligently 
completing this huge task.  

 
Hrushikesh Senapaty 

Director 
National Council of Educational Research and Training 
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Executive Summary 

The Right of Children to Free and Compulsory Education (RTE) Act, 2009, emphasizes on 

an all-round development of children, building up their knowledge, potentiality and talent 

with development of physical and mental abilities to the fullest extent through activities, 

discovery and exploration in a fear, trauma and anxiety free environment using 

comprehensive and continuous evaluation (CCE). Since its implementation, the States and 

UTs across the nation have initiated some concrete steps, which included development of 

CCE scheme, guidelines, teacher training material, sample report cards etc. However, 

different studies conducted by the NCERT and the UNICEF highlighted deviations in 

planning and implementation of CCE.  In view of this, CCE Guidelines (2019) were 

developed by the NCERT and the States/UTs have been oriented to bring their CCE schemes 

in tune with these guidelines. To bridge the gaps observed in the earlier studies and also to 

understand the effectiveness of the CCE guidelines, the present study was taken up by the 

NCERT. A brief of the entire study is summarised here. 

Research Design and Data Sources 

The research study was guided by the following objectives. 

 To study the effectiveness of CCE being implemented in schools in terms of; 

 Feasibility of available time and resources, classroom and school environment; 

 Teachers’ performance (teaching learning, assessment and follow up of students’ 

learning and progress). 

 Students’ engagement and performance in different curricular areas. 

 To study the worth (in terms of child’s learning and progress and feasibility of available 

time, resources, classroom and school environment) of CCE in the opinion of different 

stakeholders (principal, teachers, parents/guardians, and students). 

 To assess the strengths and challenges of CCE for its replication on a macro scale. 

To achieve the above said objectives a qualitative approach was adopted with a pre-test post-

test design. The study was conducted in 04 Demonstration Multipurpose Schools (DMS) in 

Regional Institutes of Education (RIEs) at Ajmer, Bhopal, Bhubaneswar and Mysore and one 

school (randomly allotted) from Ichhawar block (Bhopal) adopted by the NCERT. Different 

tools i.e. Classroom Observation Schedule, Interview Guide (for teachers and principals), 

Focused Group Discussion Guide (for students and parents), School Observation Proforma 

were used besides the document review to collect the data. 
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Findings 

 All DM schools were equipped infrastructurally with the Icchawar block school as an 

exception, which lacks even the basic facilities with regard to separate rooms, furniture 

for each class etc. 

 The curriculum with regard to Environmental Education, Art Education and Health and 

Physical Education, being implemented in all the schools, deviates from the ethos of 

National Curriculum Framework-2005 even after nearly one and half decade since its 

implementation. 

 At both the primary and upper-primary levels, the planning and execution of teaching-

learning exhibit huge gaps with respect to the constructivist paradigm. 

 The teaching learning and assessment practices were severely lacking on any efforts to 

understand the existing levels and learning gaps and their timely bridging with 

appropriate feedback. 

 There is little emphasis on the process skills of learning and the learning outcomes. The 

personal social aspects are also overlooked in the entire discourse when we look at them 

through the lens of co scholastic or co-curricular. 

 The schools lack on the key aspects of assessment i.e. ‘assessment for learning’ and 

‘assessment as learning’ as the discourses adopted were mainly teacher dominated, which 

limit the scope for the students to be central to the teaching learning process. 

 The assessment practices were primarily to label children with grades or marks without 

giving a clear rationale on what and why aspects of the learning gaps and how to bridge 

them. 

 The holistic development as overarching goal of education is far away from reaching in 

the present state of CCE being practiced. 

Recommendations 

 The implementation of CCE in letter and spirit requires concrete measures taken by the 

stakeholders at different levels. Based on the findings following recommendations should 

be considered 

 A paradigm shift is needed to emphasise on ‘assessment for learning’ and ‘assessment as 

learning’ which are the two essential purposes to employ CCE as an effective tool for 

quality teaching learning. 
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 The teachers need to take an inclusive perspective of curriculum and go beyond the 

subject boundaries of the curricular areas to focus on providing opportunities that enable 

holistic development of children. 

 A decentralised and democratic approach to the plan and transact the curriculum needs to 

be carried out by the teachers with greater involvement of students and even parents. 

 Involvement of the students in planning, teaching and assessment, and maintaining the 

records/ portfolios should increase to enhance their confidence, self-esteem besides 

making them responsible and take ownership of their learning. 

 The assessment practices prevalent in all the schools need strengthening on all the three 

purposes of assessment i.e. ‘Assessment for learning’ ‘Assessment as learning’ and 

‘Assessment of learning’ and need to be reviewed in the light of CCE Guidelines (2019) 

of NCERT which provide clear directions to view assessment integrated with teaching 

learning and not merely as a standalone activity as being practiced conventionally till 

now. 

 Since assessment is integral to teaching learning and to ensure its quality the authorities at 

appropriate levels need to improve upon in making available both the infrastructural and 

human resources for proper implementation of CCE. 

 Capacity building programmes for all including the contractual teachers need to be taken 

up on priority. 

 Orientation of parents should also be done to involve them meaningfully with the CCE 

practices in schools. 

 The curriculum in all the schools especially with regard to Environmental Education, Art 

Education and Health and Physical Education needs relooking to align with the 

recommendations of the framework at the national level to use integrated approach to 

teaching learning and make the subject boundaries porous to bring in infusion of the 

scholastic and co-scholastic components.  
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Chapter I Introduction and Background 

 

1.1. CCE: The Background  

The Sustainable Development Goal 4 given by UNESCO (2017) emphasised on ensuring 

inclusive and equitable quality education for lifelong learning. Assessment is instrumental in 

achieving the goal for providing equity, inclusiveness, and quality in education. Across the 

world, policy framers, teachers, parents, students, and other stakeholders are increasingly 

concerned about assessment practices at school level (NCERT, 2013). The concern is largely 

based on the empirical findings that assessment can improve and guide teaching and learning 

and bring reforms at the school level. 

“While considerable innovations have been carried out in India to improve the quality of 

education through renewal/revamp of the curricula, syllabi, textbooks, teaching learning 

material and various pedagogical interventions, however, the examination reforms have failed 

to make a noticeable impact (NCERT, 2013).”Various large-scale surveys such as National 

Achievement Survey and Annual Status of Education Report (2018) indicate a grim situation 

about poor attainment of learning levels among children. The report of the National 

Achievement Survey (2017) indicates exponential decline in accomplishment of learning 

outcomes from early stages to upper primary level, which is a matter of grave concern for all 

stakeholders. The Global Education Monitoring Report (2015) also reflects the same. This 

makes it imperative that the gaps in learning and curriculum need to be identified timely in 

order to take appropriate corrective measures that can help children improve their learning 

and progress. Although, the large-scale surveys conducted at a macrolevels, being sample 

based, do not provide the details on the extent of learning of each child in every school across 

this vast country, but they do provide a glimpse of the health of our education system. The 

school-based assessment, on the other hand, informs about the learning gaps and performance 

of each child. The learning gaps when identified and addressed timely with appropriate 

strategies help each child accomplish the subject-wise learning outcomes at each level. Thus, 

addressing the quality issues at the micro level will help improve the performance at the 

macro level.  

Bridging the gaps between intended and transacted curriculum requires multi-faceted efforts 

at both micro and macro levels, wherein assessment in a classroom situation looks into the 
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classroom processes whereas the large-scale assessment, being standardized tests, provide a 

glimpse of the health of the system of education. Although both large-scale and school based 

assessments have their advantages in terms of improving the quality of education by 

addressing them but the latter has a major role in the entire process. Continuous and 

Comprehensive Evaluation (CCE), recommended as a school based system of evaluation by 

different policy documents from time to time and mandated under section 29(2) of the Right 

of Children to Free and Compulsory Education (RTE) Act 2009, can be an effective and 

potent tool, to help teachers, parents/guardians and children themselves take charge of their 

learning and development.  

1.2. Continuous and Comprehensive Evaluation (CCE): The Concept 

CCE is an integral aspect of the teaching–learning process. As depicted in Figure 1.1 the term 

CCE consists of three terms- Continuous, Comprehensive, and Evaluation. Each of the terms 

bears the specific characteristic of the assessment system. The description of each term is 

given below. 

 

 

Fig. 1. 1  Continuous and Comprehensive Evaluation 

The term ‘Continuous’ in CCE implies that there should be continuity in evaluating different 

aspects of a child’s development rather than evaluating the isolated unconnected events at 

certain intervals that specifically aim at categorizing or labelling a child. Assessment during 

the teaching-learning process helps the child and the teacher to identify the gaps in learning 

of a child to enable the teacher to adapt the curriculum and teaching learning strategies to suit 

the needs of the learners(s). ‘Comprehensive’ aspect of CCE implies assessment to cover all 

aspects of a child’s personality in an integrative manner. The progress should be mapped for 

Continuous

ComprehensiveEvaluation
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holistic cognitive, physical, and psycho-social development. Assessment of personal-social 

qualities and different aspects of physical development should be integral to assessment of 

the cognitive aspects of each curricular areas during the teaching-learning process. Beeby 

(1977) defined evaluation as “the systematic collection and interpretation of evidence 

leading as a part of process to a judgement of value with a view to action.” Thus, evaluation 

can be considered as systematic process involving collection, analysis, and interpretation of 

the data in the light of the objectives framed for the instruction system.    

1.3. Assessment and Evaluation: The Paradigm Shift  

A profound paradigm shift can be observed in the conceptions of the teaching, learning, and 

assessment over a period of time. Richardson (1996) highlighted that “these conceptions 

affect expectations, curriculum, instruction, and assessment.” Behaviourists consider learning 

as a function of measurable change in overt behaviour (Hassan, 2011). Therefore, the 

emphasis is on providing right experiences that ensure the achievement of learning outcomes. 

Behaviouristic approach is more product (behavioural) oriented (Ertmer & Newby, 2013), 

therefore the focus is on feedback and reinforcement. The major implication of behaviouristic 

approach in assessment and evaluation system is the use of norm-referenced assessment 

where students are graded, ranked, compared, and unfairly labelled on the basis of their 

performance in exams or any other assessment tasks (Hassan, 2011).  

 

Fig. 1. 2 The Paradigm Shift 

 

Behaviourism

Cognitivism

Constructivism
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By the late 1950s a new wave of cognitive learning emerged as a result of development in the 

field of cognitive sciences (Ertmer & Newby, 1993). Cognitivism emphasises on mental 

processes and considers learning as a change in learner’s schemata or mental maps. 

Cognitivistic approach mainly focuses on “conceptualization of students’ learning processes 

and address the issues of how information is received, organized, stored, and retrieved by the 

mind (Ertmer & Newby, 1993).” Constructivists, on the other hand, consider learning as a 

self-regulatory process where the focus is on processes involved in construction of 

knowledge through reflection and abstraction (Glasersfeld, 1995). Both cognitivist and 

constructivist theories are process oriented and emphasise on providing appropriate support 

during the process of learning. Formative assessment or Assessment for learning is one of the 

major implications of use of cognitivistic and constructivist approach in the education system 

(James, 2006). Formative assessment strategies like classroom discussions, open-ended 

assignments, concept mapping, and think aloud-sessions helps in understanding the 

knowledge structure and provide opportunities to apply the knowledge in novel situations 

(James, 2016).  It also strengthens the learning by developing self-awareness and self-control.   

1.4. CCE: The Policy Perspectives  

In India, post-independence, the commissions and committees constituted from time to time 

have given recommendations to bring reforms in the examination system. To address the 

quality issues of the education system, both the Secondary Education Commission (1952) and 

Indian Education Commission (1964-66) proposed examination reforms. National 

Curriculum Framework (1975) suggested that the examinations should not be one-time affair. 

To get an overall picture of the child’s development, evaluation should be done on a regular 

basis by teachers themselves. Taking cognisance of these recommendations the National 

Policy on Education (NPE) 1986 propagated the idea to use Continuous and Comprehensive 

Evaluation to assess both scholastic and non-scholastic aspects. The policy also categorically 

stressed on reducing the predominance of the external examinations. The National 

Curriculum Frameworks (NCF) in subsequent years recommended an evaluation system 

integral to the teaching-learning process to avoid any undue pain, anxiety, harassment, and 

humiliation to children for helping them grow as social beings. NCF (2000 and 2005) 

envisaged the use of school-based evaluation to facilitate the holistic development of the 

learners. Emphasising the use of grades, NCF-2000 also laid stress on the importance of self-

appraisal and peer appraisal as vital components of the CCE. NCF-2005, on the other hand, 
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emphasised on nurturing the creative abilities of the children by making the examination 

system more flexible. NCF-2005 also recommended “CCE as a school-based system of 

assessment primarily for diagnosis, remediation, and enhancing of learning.” Despite the 

recommendations of various Policies on Education (1968 and 1986), POA (1992), and 

Curriculum Frameworks (1975, 2000, and 2005), CCE was much talked about and was taken 

seriously only after implementation of the Right to Free and Compulsory Education Act-

2009. The Section 29(2) of the RTE Act emphasizes on holistic development of the learners 

to the fullest extent, using child-centred teaching learning approaches to facilitate the learning 

process in an environment free from fear, trauma, and anxiety using continuous and 

comprehensive evaluation.  

1.5. CCE: The Initiatives at the National and State Levels  

Based on the recommendations of different policy documents, many initiatives have been 

taken up by NCERT to reform the examination system by emphasising on school-based 

system of evaluation under CCE. The documents on CCE developed in the years 1989, 2003, 

2009 and 2013 and now in 2019 share a common platform with respect to reducing the stress 

of examination and use evaluation to assess the learning gaps and support the child to 

improve his/her learning and progress. However, the implementation strategies differ in terms 

of mapping the learning progress. This is largely due to the changes in the goals, purpose and 

criteria of assessment witnessed   over the years through research.

 

Fig. 1. 3 Initiatives at NCERT 

2003
• Continuous and Comprehensive Evaluation: 

Teacher's Handbook for Primary Stage

2009
• Source Books on 

Assessment 

2013
• CCE Exemplar 

Packages 

2017
• Learning Outcomes at 

Elementary Stage

2019
• Continuous and 

Comprehensive 
Evaluation Guidelines
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With the shift on child centred approaches, radical changes were seen in the National 

Curriculum Frameworks, Syllabi and the curricular material developed post National Policy 

on Education 1986. When the RTE Act -2009 (Section 29-2), demands the curriculum and 

evaluation procedures to develop the overall personality of a child to its fullest extent in a 

fear and stress-free environment. This shift in the pedagogical approaches required changes 

in the evaluation procedures as well that could map the learning and development of a child 

holistically. In consonance with the section 29(2), all the States and UTs across the country 

developed their CCE schemes and implemented them on a span of 2-3 years post 

implementation of the RTE Act. However, research studies ( NCERT, 2013; NCERT, 2014;  

NCERT, 2016; UNICEF, 2016) by different agencies reflected that CCE  was misunderstood 

and not implemented in true spirit as a variety of CCE frameworks reflected issues that not 

only impacted the CCE implementation but had serious implications for inclusive and 

equitable education. Although, the States/UTs differed partially from one another in terms of 

the duration, frequency and the weightage to the so called Formative and Summative 

Assessments but drifting from the true spirit and inherent purpose of assessment appeared to 

be a significant and common thread amongst almost all of them. The findings indicated that 

most of the States follow the CCE pattern as per the scheme given by the CBSE (2009, 2010) 

wherein three to four cycles of FAs and two to three SAs were being used under each subject. 

Also, there was no difference between FA and SA except the former were based on other 

modes in addition to written or paper/pencil test. 

1.6. Need of the Study 

The Right of Children to Free and Compulsory Education (RTE) Act, 2009, ensures the right 

of each child to full time elementary education of satisfactory and equitable quality in a 

formal school, which satisfies certain essential norms and standards. While mandating free 

quality elementary education for all children in the age group of 6-14 years, the RTE Act-

2009 emphasizes on an all-round development of children, building up their knowledge, 

potentiality, and talent with development of physical and mental abilities to the fullest extent 

through activities, discovery, and exploration in a fear, trauma and anxiety free environment 

using comprehensive and continuous evaluation (CCE). To work towards its implementation, 

the RTE prohibits any external examination up to elementary level. The National Curriculum 

Framework (NCF-2005) also recommends an internal school-based system of assessment 
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under CCE, which is used primarily for identifying the learning needs, difficulties and 

conceptual gaps to provide timely and appropriate interventions to enhance learning and help 

children progress. However, it needs to be made more credible through various means suiting 

the context.  Although, various commissions and policy documents in education emphasized 

use of CCE, yet, there had been a lot of criticism due to the misconceptions and challenges 

faced while realizing it at the ground level.  

With the obligation of the RTE Act, different States and UTs initiated some concrete steps in 

this direction, which included development of CCE scheme/guidelines, teacher training 

material, sample report cards etc. Many states started practicing it in schools as well.  A 

glimpse the schemes developed indicated that although the States/UTs differed from one 

another on the respective CCE schemes in terms of the duration, frequency and the weightage 

to the assessment strategies but drifting away from the spirit of the inherent purpose of CCE 

appeared to be a common thread among most of them.  To evaluate the CCE schemes of 

different States and UTs post this orientation two studies were carried out by the department 

of Elementary Education in 2014-15 and 2015-16. Some studies also pointed out gaps in the 

implementation of CCE in some states (UNICEF, 2016). In view of this, CCE Guidelines 

(2019) were developed by NCERT and the States/UTs have been oriented to bring their CCE 

schemes in tune with these guidelines. Against this backdrop and in order to get the first-hand 

feedback about the usefulness and effectiveness of the CCE Guidelines, the present study has 

been designed with the objectives as mentioned in the next section. 

1.7 Objectives of the Study 

1. To study the effectiveness of CCE being implemented in schools in terms of;  

 Feasibility of available time and resources, classroom and school environment; 

 Teachers’ performance (teaching learning, assessment and follow up of 

students’ learning and progress). 

 Students’ engagement and performance in different curricular areas. 

2. To study the worth (in terms of child’s learning and progress and feasibility of 

available time, resources, classroom and school environment) of CCE in the opinion 

of different stakeholders (principal, teachers, parents/guardians, and students). 

3. To assess the strengths and challenges of CCE for its replication on a macro scale. 
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Chapter 2  Methods 

 

The present chapter deals with the research design which includes details on methodology, 

sample, and tools used for the study. The chapter also describes the process of data collection 

and data analysis adopted in the study besides giving the limitations against which the 

findings need to be looked at.  

2.1. Research Design  

In order to find answers to the objectives enlisted in chapter 1, a qualitative experimental 

mode to this research study was adopted.  

2.1.1. Methodology 

To understand the effectiveness, worth, strengths, and challenges of CCE Guidelines being 

implemented in schools, a qualitative approach was followed to conduct an in-depth study in 

a pre- and post- intervention-based mode. The approach enables to present a descriptive 

picture of the status before and after implementing the CCE guidelines in schools. 

The study has three phases: pre-intervention, intervention and post-intervention phases (as 

depicted in Fig. 2.1). The symbol O1 and O2 represents pre-tests and posts tests respectively, 

while X represents intervention in Fig. 2.1.  During the first phase, the existing status of CCE 

both at conceptual and implementation levels were explored.  The intervention consisted of 

the implementation of developed CCE guidelines as envisaged under RTE Act 2009, 

different policy documents and as per the contemporary researches. During the intervention 

phase, teachers at elementary level in all the schools participating in the study were oriented 

and trained. 

Pre-phase Intervention Post-phase 

       O1 

   (05 Schools) 

       X 

(Implementation of CCE 

Guidelines) 

   O2 

               (05 Schools)  

Fig. 2. 1 Research Design of the Study 
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In the post-phase, the changes in terms of feasibility in implementation, teachers’ 

performance, student engagement, and improvement in children’s learning in the sample 

schools were assessed.  

2.1.2. Sample for the Study 

Four demonstration multipurpose schools (DMS) at Regional Institute of Education (RIEs) of 

Ajmer, Bhopal, Bhubaneswar, Mysore and one school from Ichhawar block (Bhopal) adopted 

by NCERT were selected to carry out the study. The school from the Ichhawar block was 

selected randomly. The diagrammatic representation of the sample selected for the study is 

given below in Fig. 2.2. 

 

Fig. 2. 2 Sample for the Study 

The Demonstration Schools are under the jurisdiction of the NCERT whereas the one in the 

Ichhawar block is under the Madhya Pradesh State government. The NCERT is the academic 

authority for the DMS schools whereas the SCERT is the academic authority for the school in 

Ichhawar block. 

At the primary level data were collected from class IV, while at upper primary level data 

were collected from class VII.  Minimum 05 classroom observations for Maths, 

Environmental Studies (EVS), and Language at primary level and 05 classroom observations 

for Maths, Science, and Language at upper primary level or till the completion of the 

concept/theme in each school were carried out. Teachers for the interviews were selected on 

the bases of subject taught (Mathematics, Language and EVS/ Science) at primary and upper 
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primary classes. For the focus group discussions, students and parents of classes IV and VII 

were selected randomly to collect their view on CCE. Focus group discussions were carried 

out in a group of 4 to 5 participants (students and parents).   

2.1.3. About the Schools 

The Regional Institute of Education (RIEs) were set up in 1963 by Government of India in 

different parts of country covering eastern, western, northern, north-eastern and southern 

regions. These (RIEs) are located in Ajmer, Bhopal, Bhubaneswar Mysore and Shillong 

which is now established themselves as institutes of repute in the area of school and teacher 

education. Except RIE for north-eastern States at Shillong (also known as North-East 

Regional Institute of Education, NERIE), a Demonstration Multipurpose School (DMS) is 

attached to each RIE at Ajmer, Bhopal, Bhubaneswar and Mysore. These schools were 

constituted as a laboratory unit for not only trying out the innovative practices in the area of 

school and teacher education, but also for preparing the teachers to practice the teaching 

innovations regularly. These schools have facility of teaching-learning from pre-school to 

senior secondary level. 

DMS Ajmer 

DM school, Ajmer was established in 1964 with a purpose to provide quality education to 

students from primary to XII. It also serves as RIE’s laboratory for trying out new teaching 

learning practices in the field of education. The school is located inside the RIE Campus 

within the stretch of 7 Acres of land area in Ajmer. It is a co-educational institution which 

follows the three-language formula. The school has a good infrastructure and well-equipped 

library, labs, computer room, multimedia room and other necessary physical facilities. But 

the  library and computer lab are functional for upper primary onwards only. School has 381 

enrolled students with 30 trained teachers at primary and upper primary level, having average 

teacher student ratio of 1:25 in each class. They also maintain primary activity room for 

students. School campus has open area which is appropriately designed for children of 

different age group. Open ground provide space to play Basketball, Volleyball, Football 

Court which are widely used by the students. 

DMS Bhopal 

The school came into existence in 1965 with a mission to provide a model for school 

education of the nation aligned to all round development of children. The school is located in 

RIE campus and spread in an area of 10 acres of land at Shyamla Hills, Bhopal. It also serves 

as a laboratory for carrying out educational researches and innovative practices. The school is 
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affiliated to CBSE and runs a comprehensive program of education from pre-school to class 

XII under the 10+2 pattern. The school provide many facilities like Laboratories (Computer, 

Physics, Chemistry, Biology, Mathematics, Geography, Fine arts, Home Science, Vocational 

lab like Beauty and Wellness), Google Future Class Room Lab. School has different 

functional learning rooms like Music room, Yoga-cum-Activity center and Library but library 

is not functional for primary students. School has huge ground which facilitate students for 

games and sports. They have Football ground, Basketball, Volleyball, Lawn tennis and 

Badminton court. School also provide separate play area for Primary & Pre-Primary. The 

school keeps first aid kit and also facilitated with a well- equipped health center which is 

located in the campus. There are 13 trained teachers to teach at primary and upper primary 

level. 

Govt. Middle School, Bahukhedi 

The school was established in the year 2002 for primary and upper primary students. It is 

affiliated from State Government and adopted by NCERT to support and improve quality of 

education in rural areas. The school is situated in Ichhawar block, district Sihore, in Bhopal. 

It is a co-educational school with multi grade teaching system. There are 05 teacher in total 

for 81 students who get accommodated in 07 rooms. Each class has a strength of 8-15 

students. Class 1 and 2 sit in the same room and class 3, 4 and 5 also combined to sit in one 

room. Different rooms are allocated to Class 6, 7 and 8. School has a facility of sport 

material, mathematics and science kit, medical room and library (almirah with books). 

Library books and sport material is assessable to all children, whereas the mathematics and 

science kit are available only for the students of upper primary level. School also 

accommodate a child with special need.  

DMS, Bhubaneswar  

The Demonstration Multipurpose School, Bhubaneswar was established as a pace-setting 

institution in 1964 at the capital city of Orissa. It is a co-educational, English medium school 

from I to XII which is affiliated to CBSE. Presently 30 teachers are teaching 700 enrolled 

students at primary and upper primary level. School also support 20 Children with Special 

Needs. The average teacher pupil ratio in each class is 1:23. School follows three-language 

formula. Along with English medium, the school has Oriya Medium as well upto Class-VII 

which then merges with mainstream, English Medium from Class-VIII onwards. The school 

building is big and well furnished. There are sufficient number of rooms for classes to 

conduct. School is well-equipped with number of facilities like ICT, Physics, Chemistry, 
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Biology, Computer Science, Geography and S.U.P.W. lab, library with a collection of about 

30,000 books. There is a spacious playground which are appropriately used by students to 

socialize, for outdoor activity, games and sports etc. The school has a qualified Guidance 

counsellor for students. 

DMS Mysuru 

DMS Mysuru came into existence in the year 1965 for imparting holistic education to all 

children. It is co-educational school which is affiliated to CBSE. The school has a vision to 

make every student ready so that they could lead the society and nation in the journey of 

development and progression. The school is situated within a huge campus of 120 acres of 

land in the city of Mysore. It includes a science park, a basketball, football, throwball, 

volleyball, field hockey and badminton court(s), a huge library. School provide a 

comprehensive program of education from LKG to class XII which includes Work 

Experience (Woodwork, Arts & Crafts) and Art education (Music, Dance, Drawing and 

Painting, Drama & Yoga), along with the other curricular disciplines. School also follows 

three Language Formula from class VI to VIII and has English as medium of instruction in 

the school. The school is well equipped with laboratories, computers and a library. Each class 

is limited with the strength of 35 students per section. They have large rooms for classes to be 

sited and enough working space for teacher and students to work.   
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Table 2. 1 Details of Tool-wise data at each School 

RIE Classroom Observations 

 

(COS) 

Students Focus Group 

Discussion 

(FGDGS) 

Parents Focus Group 

Discussion 

(FGDGP) 

Teacher Interview 

 

(IGT) 

Principal 

Interview 

(IGP) 

School 

Obs. 

Record 

(SOR) 

Document 

Review 

Template 

(DRT) 

Total 

 Primary  

 

Maths, 
EVS, 
Language 

Upper 

Primary 

Maths, 
Science, 
Language 

Primary 

 

Maths, 
EVS, 
Language 

Upper 

Primary 

Maths, 
Science, 
Language 

Primary 

 

Maths, 
EVS, 
Language 

Upper 

Primary 

Maths, 
Science, 
Language 

Primary 

 

Maths, 
EVS, 
Language 

Upper 

Primary 

Maths, 
Science, 
Language 

    

AJMER 05 per 

subject 

05 per 

subject 

1 per class 1 per class 1 per class 1 per class 1 per 

subject 

1 per 

subject 

01 01  30 COS (P & UP) 
2 FGDGS (P&UP) 
2FGDGP (P&UP) 
6 IGT(P&UP) 
1 IGP  

Bhopal 05 per 

subject 

05 per 

subject 

1 per class 1 per class 1 per class 1 per class 1 per 

subject 

1 per 

subject 

01 01  30 COS (P & UP) 
2 FGDGS (P&UP) 
2FGDGP (P&UP) 
6 IGT(P&UP) 
1 IGP  

Bhopal 

Block 

(School) 

05 per 

subject 

05 per 

subject 

1 per class 1 per class 1 per class 1 per class 1 per 

subject 

1 per 

subject 

01 01  30 COS (P & UP) 
2 FGDGS (P&UP) 
2FGDGP (P&UP) 
6 IGT(P&UP) 
1 IGP  

Bhubaneswar 05 per 

subject 

05 per 

subject 

1 per class 1 per class 1 per class 1 per class 1 per 

subject 

1 per 

subject 

01 01  30 COS (P & UP) 
2 FGDGS (P&UP) 
2FGDGP (P&UP) 
6 IGT(P&UP) 
1 IGP  

Mysore  05 per 

subject 

05 per 

subject 

1 per class 1 per class 1 per class 1 per class 

 

1 per 

subject 

1 per 

subject 

01 01  30 COS (P & UP) 
2 FGDGS (P&UP) 
2FGDGP (P&UP) 
6 IGT(P&UP) 
1 IGP  

Total 75 75 6 6 6 6 15 15 6 6   
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2.1.4. Tools for the Study 

Qualitative research methods essentially provide a detailed insight of the practices prevalent in a 

system. This is only possible when a holistic and rich data is collected through rigorous means. 

The most common data collection methods include personal interviews, observations, focus 

groups, and review of the document.  Interview helps in getting first-hand data regarding a 

particular phenomenon under study through one-to-one interaction with the interviewee. 

Generally, open-ended questions are asked which allow the interviewer to probe further in order 

to get detailed information. Observation, on the other hand, enables the researcher to capture 

verbal and non-verbal behaviours of the subjects in a natural setting. Using focus group 

approach, the researcher interacts with a group of 4-6 participants on the issues pertaining to the 

research questions. Document review involves careful analysis of the existing documents to 

extract useful information related to the research questions. The quality of the data also depends 

on the skilfulness and efficiency of the interviewers or observers.  

For the present study, the data needs to be collected using interviews, focus group discussions, 

classroom observations, and review of the document related to CCE. To do so, seven tools are to 

be used. The details of the tools are given below in Table 2.1. 

 

 

Table 2. 2 Tools used in the Study 

S. No.  Tool Code 

1.  Classroom Observation Schedule COS 

2.  Interview Guide for Teachers IGT 

3.  Interview Guide for Principal IGP 

4.  Focus Group Discussion Guide for Students FGDGS 

5.  Focus Group Discussion Guide for Parents FGDGP 

6.  School Observation Proforma SOR 

7.  Document Review Template DRT 
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These tools were used to obtain information with regard to each of the objectives of the research 

study (as depicted in Table 2.2) 

Table 2. 3 Objectives and Tools Grid 

 

 

(a) Classroom observation Schedule 

Classroom Observation Schedule (Appendix I) enabled to capture verbal and non-verbal 

behaviours of the teachers and students and the classroom processes in different subjects in a 

natural setting. The schedule is divided into two parts. Part A aims to capture ‘child friendly 

environment’ in terms of infrastructure and safety and teacher student rapport in the classroom. It 

drew information on availability of space, resources, light, flexibility in timetable, teacher 

student interaction, participation etc. Part B intends to explore the teaching-learning and 



 

16 
 

assessment practices in terms of pedagogy, resource material, student’s engagement, assessment, 

feedback, criteria of assessment used, assessment activities taken up in the classroom etc. The 

entire Classroom Observation Schedule consists of 20 items with adequate probes to report on 

classroom environment, pedagogy and assessment. 

(b) Interview Guide for Teachers  

The interview guide for teachers (Appendix II) consists of nine items with suitable probes for the 

interviewer to interview subject teachers from selected primary and upper primary classes.  The 

guide was used to obtain information regarding classroom management, planning and 

organisation of teaching- learning and assessment activities, holistic development of all children 

(including CWSN), assessment practices used to improve students’ performance, and, recording, 

reporting, and sharing students’ progress. Other than this, the interview guide for teacher also 

looked for the opinion of teachers on CCE, and strengths/challenges faced by them while 

implementing CCE. The questions asked were open-ended with adequate probes which allowed 

the interviewer to obtain the information covering all aspects associated with a particular item. 

(c) Focus Group Discussion Guide for Students  

Focus Group Discussion Guide for students (Appendix III) was designed to gather information 

pertaining to the classroom environment, activities taken up in the classroom, students’ 

involvement in planning teaching, leaning, and assessment, and sharing of learning progress. It 

also intended to collect students input on the challenges/difficulties which they encounter in 

classes and school and means to deal with it. In all, there are eight items with suitable probes. 

(d) Focus Group Discussion Guide for Parents  

Focus Group Discussion Guide for Parents (Appendix IV) consists of seven items and was used 

to collect qualitative information related to the awareness parents on CCE, its role in facilitation 

of child’s learning, participation, and growth. Probes were also used to find out the extent of 

their involvement in school activities and support in child’s learning. It helped in directing the 

discussion and elicit in-depth information on different aspects of CCE. 

(e) Interview Guide for Principal  

Interview Guide for Principal (Appendix V) consists of eight items which broadly delve with 

their opinion about the holistic development of all students (including CWSN) and the strengths 

and challenges associated with implementation of CCE. The interview guide also looked for the 
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support provided by the school to ensure smooth implementation of the strategies planned by the 

teacher to cater to the needs of all children (including CWSN) and the practices adopted in the 

school for recording, reporting, and sharing students’ progress. 

(f) Document Review Template  

To triangulate the data received through interviews and focus group discussions several 

documents from the school were collected. The list of the documents collected from both 

primary and upper primary level is shown in Appendix VI. 

(g) School Observation Proforma 

School Observation Pro-forma (Appendix VII) was intended to gather general data regarding the 

number of teachers at primary and upper primary level, their qualifications and training received 

by them on CCE, teacher-pupil ratio at primary and upper primary level, number of children with 

special needs (CWSN), availability of adequate space, infrastructure and other facilities (like 

laboratories, medical room, and library) in school through eight different items. 

2.2. Development and validation of the Tools 

For the development of the research tools, the indicators from the CCE guidelines (2019) were 

firstly identified and extracted. The items were then prepared by considering the information that 

can be collected from various sources. For content validation, an in-house workshop was 

organised with experts for their comments and suggestions. The tools were then moderated by 

incorporation of the suggestions given by the experts. The tools were then pilot tested in 

Kendriya Vidyalaya located in the premises of NCERT. A preliminary analysis was done to 

ensure that the data obtained through classroom observations, interviews and focus group 

discussions can be categorised for further investigation. Another in-house workshop was 

organised with the same experts to obtain their feedback and suggestions. The tools were 

finalized in the workshop. 

2.3. Data collection 

The process of data collection was conducted in two phases (i.e. for the pre-intervention and 

post-intervention phases). Observers were recruited at respective DMSs and the school in 

Icchawar block for conducting observations and transcribing the data. Interviews and FGD’s 
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were conducted by the research team and coordinators at respective RIE’s. The proceedings of 

classroom, interviews, and FGD’s were audio recorded and the field notes were also noted. The 

transcriptions were then prepared and coded as per the instructions given.  

2.4. Data Analysis 

The transcriptions obtained from classroom observations, interviews, and focus group 

discussions from respective DMSs and the school from Icchawar block were coded 

appropriately. For each tool, the segments of the transcriptions were then color coded and 

categorized according to the test items. The descriptions/narrations were then summarised. A 

table/grid consisting of the objectives of the study, CCE indicators, tools, and test items was 

prepared. The summarised data from the tools were then identified and put in a corresponding 

cell.  

Triangulation in the present study is achieved by using multiple data sources by such as: 

classroom observations, interviews with teachers and principal, focus group discussions with 

students, and parents, information collected from school observation proforma and documents 

collected from the schools. The use of data source triangulation allow to compare and check 

findings from different perspectives (Carter, Bryant-Lukosins, DiCense, Blythe, & Neville, 

2014; Heale & Forbes, 2013; Patton, 1999) 

2.5. Intervention  

A workshop was organized in the month of August 2019 to discuss the tools, research design, 

timeline and other modalities of the study with the coordinators at RIE level from all the four 

RIEs. For the training of the teachers the research team visited DMSs at respective RIEs and the 

school in Ichhawar block from November 2019 to January 2020.  During the interaction with 

teachers their queries were also taken  

2.6. Limitations  

Although sincere efforts were put up by the research team to address the research questions of 

the study, there are few points that need to be highlighted. The findings of the study must be seen 

in the light of these limitations. 
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1. The classes observed were not selected by the observers randomly. Moreover, the 

teachers whose classes are to be observed were aware of such a situation.  Therefore, the 

teachers and the schools might have made special preparations to present their best work 

during the observations, interviews, and discussions. 

2. Data were collected only from class IV at the primary level and class VII at the upper-

primary level.  

3. Time limitation is another factor that might have affected findings the study. Some 

aspects of the observations would have emerged better if those have been probed for a 

longer duration. 
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Chapter 3   Results and Discussion 

 

3.1. School and Classroom Environment (Physical and Socio-emotional) 

This section includes observations and views of different stakeholders on the school and 

classroom environment for being congenial and child friendly for each child to participate fully 

in different activities organised from time to time. This has been analysed with respect to the 

availability of resources (infrastructure, space, teacher student rapport and teachers’ attitude 

towards children)   

Apparently, the schools had adequate sitting arrangement and working space in the classrooms 

with two of them having average facilities for the upper primary students with respect to working 

space and free movement for individual and group 

activities. Most of the classrooms neither had any 

display boards nor reading corners. The teachers too 

expressed their willingness against conducting any 

group activities for which they mentioned lack of 

appropriate space and the time taken to organise 

such activities to be the prime reasons for not 

organizing the group activities in classrooms.  

The students shared that outdoor activities are 

mostly the morning assemblies which are organised every day, sports periods in which children 

from each class participate twice/thrice weekly or any cultural activities held occasionally. 

According to them, 

 

“In the classroom teachers don’t change the seating arrangement and group activities are either given as a home 

assignments or students do it in the classroom without any change in the seating arrangement.” 

 

 In the Icchawar school, the parents shared their concern regarding the availability of space and 

other facilities for different outdoor activities.  The classroom observations in most of the 

schools indicated that students could raise queries and answered the questions posed by the 

A teacher mentioned,  

 “I prefer to demonstrate the 

activity myself in front of the whole 

class as it is difficult to make 

changes in the classroom in a 

short duration of the allotted 

period.” 
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teachers. In some of the classrooms teachers were seen encouraging the students to answer and 

raise their queries as well, except one situation where the teacher was observed shouting on the 

students when they are not able to solve the questions given by her. The interactions, however, 

mainly restricted to the subject related matter. There was no observations where children or 

teachers were found to discuss any of the problems (personal, social, emotional, physical or even 

cognitive) that children might be facing, thus, hindering them to participate in different activities 

and learn effectively barring a few instances where the teachers discussed importance of 

discipline and sharing in life. Teachers and parents however, shared that sometimes students 

were referred to the counselor wherever the facility is available, although none of the schools had 

any clear policy or practice in this direction.  The teachers believed that they were democratic in 

providing opportunities to children for free expression however, the students and parents on the 

contrary had mixed opinions with some in favour and others against it. Although the teachers 

said that they encourage students to share their problems with them without any fear, yet the 

students and parents had a mixed opinion towards this.  

The response of one of the students is;  

 

“ कूल म समझ आता ह।ै य क  कूल म एक डाउट बार-बार पूछन ेस ेटीचर बार बार समझते ह समझन ेतक। वो wait करते ह क  कोई पूछे उनस ेऔर वो पूरा अ छे स ेसमझा 

देते ह।” (Teachers clarify the doubts until we understand the concept. They explain the content thoroughly with 

patience.) [An excerpt from students FGD with primary class] 

 

The parents also echoed a similar concern. The parents in one of the schools expressed their 

dissatisfaction, as their wards hesitate to approach some teachers because they scold them for 

asking questions. Some of them mentioned,  

 

“  य िक वो मुझसे आकर पूछती ह।ै कहती ह ैवह नही बताते। गाली देते ह।ै गाली का मतलब डाँटते ह।ै” (It difficult to ask questions again and again as 

the teacher often rebuke them and give punishment .” [An excerpt from parents FGD; Upper primary] 

 

Some unreasonable and rude responses from the teachers were witnessed during classroom 

observations.. For example - on repeated questioning by some students, some teachers lost their 

cool and refused to answer in a raised tone; shouting on students etc.  
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However, in another school, students specified that they don’t feel free to raise their queries in 

the class for the fear of being scolded by the teachers. Most of them admitted to have 

experienced the same.    

With regard to the including children with disability two of the schools had 01 orthopedically 

handicapped child each; however, one such child was a part of the multi-grade classroom at the 

Ichhawar school at the primary stage. No special arrangement was observed in the class/school 

of this child, but it observed that all other students were helping the special child in various tasks 

and in commuting the school.  The class teacher appreciated the disabled child and said that he 

was quite active and sharp. He mentioned that the special child was a motivation for other 

children to attend the school regularly. Teachers shared that they also make efforts to help the 

students who lag behind by making them sit in the front desks or making groups to enable them 

catch up with the pace of the class. In case, the strategy doesn’t work they claimed to guide them 

personally on one to one basis.  

In the following sections the data on planning and execution of teaching learning is discussed. 

Since CCE involves assessment integral to teaching learning therefore, the data has been 

analysed keeping this aspect in mind.  But before we look for the planning aspect it is important 

to see the stage wise curricular areas that are taught in all these schools.  

3.2. Stage wise Curriculum  

Different National Curriculum Frameworks (NCFs) from time to time provide insights for the 

curricular areas and broadly outline the curricular expectations that need to be accomplished 

across different stages of school education. The DMS schools at the NCERT constituents need to 

follow them whereas the curriculum at Ichhawar block school as per the SCERT, Madhya 

Pradesh guidelines also needs to be in consonance with the national recommendations. However, 

the report cards, reflected deviations from the NCF-2005, the last in this series, with variations 

not only in the curricular areas prescribed at different stages but also in the manner learning and 

developmental progress of children is mapped under each of them. The following table depicts 

the stage wise subjects up to elementary level as per the documents shared by all schools. In 

addition, the personal social qualities, expected to be inculcated among students are also 

mentioned.  
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Table 3. 1 Curricular Areas in DMSs and School in Ichhawar Block 

DMS Ajmer 

Stage   Primary  Upper Primary 

Subjects  Scholastic  Co-curricular Activities Scholastic  Co-curricular Activities 

English, Hindi, Maths, 

Environmental Studies, 

and Environmental 

Education (05 

Subjects) 

Art Education, Work 

Education, and Health 

Education 

English, Hindi, 

Sanskrit/Urdu/Gujrati, 

Maths, Science, Social 

Science (06 Subjects) 

Art Education, Work 

Education (Pre-vocational 

Education), and Health 

Education 

Personal 

& Social 

Traits 

Respect for elders, belongingness, neatness, 

regularity, punctuality, and leadership qualities 

Discipline 

 

 

 

 

DMS Bhopal 

Stage Primary Upper Primary 

Subjects Scholastic Co-curricular Activities Scholastic Areas Co-curricular Activities 

Hindi, English, 

Mathematics, and 

Environmental Studies 

(04 subjects) 

Games, Art & Craft, 

Music or Dance, Yoga, 

and Discipline 

Three languages, Maths, 

Science, Social Science, 

and any other subject (07 

subjects) 

Work Education (or Pre-

vocational Education), Art 

education, and Health & 

Physical Education 

Personal 

& Social 

Traits 

Not segregated (Discipline mentioned with co-

curricular activities) 

Discipline 

Ichhawar 

Stage Primary Upper Primary 

Subjects Scholastic Co-curricular Activities Scholastic Areas Co-curricular Activities 

Hindi (I Language), 

English (II Language), 

Maths, and 

Environmental Studies 

(04 subjects) 

Sahityik, cultural, 

scientific, creative, 

Sports, Yoga, and 

Scout/Red Cross 

Hindi (I Language), 

English (II Language),  

Sanskrit (III Language) 

Maths, Science, and Social 

Science (06 subjects) 

Sahityik, cultural, 

scientific, creative, Sports, 

Yoga, and Scout/Red 

Cross 

Personal 

& Social 

Traits 

Regularity, punctuality, cleanliness, discipline, 

and cooperation 

Regularity, punctuality, cleanliness, discipline, and 

cooperation 

 

DMS Mysore 

Stage Primary Upper Primary 
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Subjects Scholastic Co-curricular Activities  Scholastic Co-curricular Activities 

English, 

Kannada/Hindi, 

Mathematics, and 

Environmental Studies 

(04 Subjects) 

AHPL (Art for Healthy 

and Productive Living), 

Drawing, Music, Art & 

Craft, Physical & 

Health Education, 

Computer Literacy, and 

Woodwork 

Kannada/Hindi, English, 

Hindi/Sanskrit, 

Mathematics, Science, 

Social Science, and 

additional subject (07 

subjects) 

Work Education (Pre-

vocational Education), Art 

Education, and Health & 

Physical Education 

Personal  

& Social 

Traits 

Cleanliness, Regularity/Punctuality, Discipline, 

Cooperation, Respect for Elders, and 

Responsibility 

Discipline 

DMS BHUBANESWAR 

Stage Primary Upper Primary 

Subjects Scholastic Co-curricular Activities  Scholastic Co-curricular Activities 

English, Hindi/Odia, 

Mathematics, and 

Environmental Studies 

(04 sunjects) 

Games/Health 

Education, Art & Craft, 

Music, and General 

Knowledge 

Hindi/Odia[I Language], 

English, and 

Hindi/Odia/Sanskrit [III 

Language]), Mathematics, 

Science, and Social 

Sciences (06 subjects) 

Work Education, Art 

Education, and Health & 

Physical Education 

Personal 

and Social 

Traits 

Courteousness/Respect for Elders, Confidence, 

Care for Belongings, Neatness/Cleanness, 

Regularity & Punctuality, Sharing & Caring/Co-

operation, Respect for other’s Property, Self-

control/Discipline, Initiative, and Protecting 

Environment 

Discipline 

 

Table 3.1 above clearly depicts that there is not only a variation in subjects across different 

stages with some uniformity but also these are not in tune with the recommendations of the 

National Curriculum Framework -2005. There is a demarcation in subjects under curricular and 

co-curricular also mentioned as scholastic and co-scholastic where subjects like languages, 

Mathematics, EVS, Science, Social Science are termed as scholastic and Health & Physical 

Education, Art & Craft, Work Experience, Music, Dance, Yoga  are treated as co-curricular or 

co-scholastic areas across all the schools for the entire elementary stage.  However, the NCF-

2005 has categorically mentioned art education and health and physical education as curricular 

and essentially as the core subjects at all levels. Environmental Education and AHPL are also 

against the ethos of the NCF-2005. The school report cards requires reporting a child’s progress 
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on all these subjects besides the progress of children on different Personal Social Qualities 

(PSQs), which are more or less similar across all schools. The teachers receive a set academic 

calendar with themes and chapters to be covered under each term of the entire academic session 

and this according to the teachers had little or no flexibility. Teachers are required to complete 

this syllabus prescribed before the periodic assessments as the same assessment activities are 

based on the content covered under each interval.  

3.3. Planning and Initiating Teaching-Learning and Arranging Resources 

The planning is required at the school and classroom level from daily to yearly basis. The yearly 

planning involves development of the school calendar with quarter/month wise detailing. This 

needs to be done with broad guidelines from the academic authorities and micro-planning at the 

school level with the involvement of different stakeholders at the ground level like teachers, 

parents, students, other staff and even community whereas the classroom planning (lesson plan, 

unit plan , daily/weekly plans)   is to be done by each teacher with the collaboration of students, 

parents and other teachers. 

Most of the teachers revealed that they don’t prepare any plans be it yearly, monthly, weekly or 

day wise in regular practice However, when asked two schools filled and submitted (them in a 

haste. Samples of yearly plans were shared by two schools wherein the chapters to be covered on 

monthly basis are given (Fig. 1(a), 1(b), 2(a), & 2(b)). One of them also included the number of 

periods in which the chapters are required/expected to be completed are given whereas in the 

other (Fig. 2(a) & 2(b)) the chapters along with the targeted objectives and expected behavioral 

change is required to be mentioned which are, no way, in tune with the constructivist paradigm 

envisaged by the NCF-2005. Further the yearly plans have been made level wise by the 

respective teachers.  

The yearly plan needs to be followed by development of unit plan/monthly plan, which 

subsequently requires making lesson/weekly plan in the teacher diaries where the former are 

missing across all the schools and nowhere these are developed. However, teachers across 

different schools shared that although the teacher diaries require them to plan for the lessons yet 

they do not find time to do this as it is a time taking activity and they need to focus more on 

teaching and other activities assigned as a part of their duty.   
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The teachers’ diary requires them to prepare the lesson plans in three schools. In DMS 

(Bhubaneswar), a primary teacher said, “There are no teacher diaries for us. We don’t make 

lesson plans and do the planning in our minds only.” However, in each class a register is 

maintained where every teacher enters the topic taught and the home assignment given to the 

students (Fig.6(a) & 6(b)).” The Mysuru, DMS also mentioned that there are no provisions for 

lesson/unit/weekly or daily planning. There are different formats of lesson planning across rest of 

the three schools. The samples are (Fig.3 (a), 3(b), 4(a), 4(b), 5(a) 5(b)). These include – Name 

of the unit/chapter/topic, concepts/teaching points as common across all. Only the sample from 

Bhopal was found to be appropriate to some extent as it included LOs, Teaching Learning 

strategies and resources as well but it has not been used effectively for planning. The format 

given in columns also did not have sufficient space to provide details of a lesson plan.  

In three schools, Maths and Science Laboratories are functional. Science and Maths kits are also 

available in all the schools. Display boards, and reading corners are not available in any of the 

schools. On the other hand, classroom observations depicted that the common resources which 

were used in all schools were blackboard and textbook. Neither the teachers mentioned their use 

in any of their plans nor they were observed to be making use of these things. As there were 

limited display boards, few charts and the information displayed on them remained there for 

weeks and months together. There is hardly any involvement of all children in maintaining them  

Most of the teachers expressed that they initiate the lesson by asking questions to assess the 

previous knowledge of the students; however, the classroom observations on the contrary, did 

not reveal this. Out of all the classes observed across the five schools only one teacher was 

observed initiating the lesson by asking children’s previous knowledge/experiences. An excerpt 

of the interaction is given below. The teacher initiated the lesson by asking questions related to 

clock, the types, etc. 
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In all the other schools, the teachers came with their set lessons and rarely, the teachers used the 

previous knowledge of the students to link it with the topic taken up. Though they asked 

questions which were either to reinforce the concepts or catch students’ attention but never 

meant to explore the experiences of children to plan and transact the concepts as per the needs or 

the gaps of learners.  The lesson plans, shared with the research team also did not reflect any 

questions, situations that could help the teachers probe the previous knowledge to enable them to 

plan the teaching learning further or change strategies based on the student responses. The 

format provided by the authorities to develop lesson plans [fig. 3(a) – 6(b)] neither had any space 

to write about this aspect and nor did the teachers mention any questions or situations to explore 

it. However, the teachers did ask questions at times during the discourse of teaching learning.  

3.4. Organization of Teaching-Learning and Assessment 

While providing opportunities for learning children must be regarded as constructors of 

knowledge. Teachers must appreciate the individual differences amongst all learners and respect 

the fact that they will understand and respond in different ways while learning. In the following 

subsections strategies used by the teacher for learning and assessment including his/her role as 

facilitator will be discussed.  

Concept – Time; Class IV 
अ ◌ः आवाज नह  सब चपु बैठ 
बोड पर घड़ी का िच  बनाता ह ैऔर कहता ह ैबताओ 

अ ◌ः यह िकसका िच  ह?ै 
छा ◌ः घड़ी का िच  ह।ै 

अ ◌ः घड़ी स े या करते ह? 
छा ◌ः समय देखते ह। 

अ ◌ः देखो— I am wearing a watch. Have you seen any other type of clock/watch? 
छा ◌ः यस सर 
अ ◌ः कौन सी घड़ी देखी ह।ै 

छा 2 ◌ः दीवार घड़ी 

छा 3 ◌ः सर मेरे पास भी घड़ी ह।ै 
अ ◌ः तुमन ेजो घड़ी पहनी ह ैयह िडिजटल घड़ी ह।ैइसम सीध ेसमय आता ह।ै 
अ ◌ः देखो मेरी वॉच म तीन सुइया ंह इ ह हम हडस कहते ह। 

अ ◌ः बताओ मन ेजो बोड पर िच  बनाया ह ैउसम िकतन ेहडस सुइया ह?ै 
छा ◌ः सर तीन 
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(a) Strategies for Teaching-Learning and Assessment 

Most of the teachers shared that they use different learning aids like maps, globes, charts, craft, 

and other resources to organize activities inside and outside of the classrooms. Teachers from 

one of the schools mentioned using ICT to teach some topics. In two schools teachers expressed 

that they organise field visits to gardens and historical monuments. Teachers teaching languages 

in two schools expressed that they use reading and dictation in their subject.  The students in two 

schools admitted for the use of ICT in their classrooms whereas those from the other two schools 

informed having participated in role play organised by their teachers in the classrooms. In one of 

the schools, students said that experiments were also conducted by their EVS teacher and from 

another school they shared about teachers taking them to garden and outside the school.  

In three school students shared that mainly the textbooks are used where the teachers explain the 

content and exercises. The classroom 

observations indicated the teaching 

learning discourse was mainly teacher 

dominated with the use of chalk and 

talk and learning restricted primarily to 

the textbooks. The teachers explained 

the content and completed the exercises 

given in the textbooks, with some 

teachers using discussion as a strategy 

to develop the content effectively. Only 

a few instances where a teacher used a 

video clip on manufacturing of fabric 

and another one used tickets of bus, 

train and airplane to teach concepts related to travel/transport. In another instance, the teacher 

used different colored chalks while teaching graphs. The is also depicted in the lesson/yearly 

plans developed by the teacher and as not much efforts are made by the teacher while developing 

the lesson plans.  

Student A: “Drawing होता है, और जैस े colour change 

होता है क नह , dissolve होता है क  नह  water म,े और 
बहुत सारे experiment कराये थे। Books म ेथा activities वो 

ma’am न ेकहा करने को, वो हम लोग करते है।” (In the 

class activities like drawing and experiments where we 
have to identify the change in colour or solubility of 
different materials in water are conducted. The teachers 
also told to do the activities given in the books and we do 
those activities.) 

Student B: “School के अंदर park है मतलब plants है, 
medicinal plant, तो teacher ब  च  को लेकर जाती ह। 
ब  च  के साथ involve रहती है।" (In the school there is a 

garden where there are medicinal plants, so teacher takes 
the students there and involve them.) 

 



 

29 
 

In all the classrooms, the lesson was initiated and developed by the teacher with only a few 

exceptions wherein the students were involved for lesson development. Some examples are 

given below. 

1. In class IV, while teaching about clock and time, teacher discussed the clock, its hand (seconds, minutes, hours), 

types of clock and the concept of am and pm. The teacher asked questions to develop the content. The questions 

were very directional like "how many hands I have drawn in the clock on board", "to what number does minute 

hand is pointing in the clock drawn on board"?. After explanation, problems related with calculation of time in 

hours and minutes were given.  

2. In class VII, during the social science class, teacher mentioned that she has already taught about 'Kandariya 

Mahadev and Rajrajeshwar Mandir' and also 'Humayun Tomb' twice. Teacher read the content from the book and 

some questions were asked intermittently. Students were also passively listening to teacher without raising any 

query or doubt. 

 

In almost all the classes, although teachers posed questions during the discussion and the 

participation of the students was mainly restricted to merely yes, no, nodding with occasional 

responses to the intermittent questions posed by the teachers. However, at times the questions 

were actually probing to promote thinking skills. In a science classroom, while teaching ‘Motion 

and its Types’ the teacher developed the content by taking various examples like bus in motion 

or animals in motion. Later she swiftly moved on to types of graphs and distance time graph. 

Throughout, the class was led by the teacher; and the questions, she asked, only helped her to 

catch students’ attention. An excerpt from the classroom interaction is given in the box below.  

 

 

 

 

 

 

The students gave mixed responses when asked about this as some of them shared that the 

teachers explain and provide support if they face any problem, whereas, others expressed that the 

teachers do not support and encourage them to participate in activities, instead they often scold 

T:  At how many points two straight lines can intersect? Your cap is so matching, pointing towards one 
student she asked At How many points can two straight lines intersect? 
The student couldn’t answer, so she pointed towards another student and asked him to respond. 
S:  Madam one point. 
T: Good, so you can try to draw several straight lines and try to intersect two lines, you can find that they 
will only intersect at one point only. So, we are drawing distance-time graph. So why are we taking distance 
and time? 
S: Because they are related. 
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and punish them. The students also expressed that projects are also given as home assignments. 

Although students may be asked to do some activities at home, but, the very purpose of projects 

which gives students the opportunities for group learning is defeated, when these are always 

given as home assignments. In a focus group discussion conducted with students at primary 

level, they were asked about the kind of projects given to them. Students shared that in 

Mathematics, word problems and puzzles; in EVS, exploring how nest are prepared by birds, and 

in Hindi, boat making through waste material were given to them. The activities given through 

projects have scope for integrating the learning experiences, however teacher don’t give anything 

beyond textbooks.  

The viewpoint of parents was also mixed, as some of them expressed that the teachers go out of 

the way to explain whereas others had a different opinion. One such example of the parents’ 

view when they were asked about the support they get from the teachers is given here. The 

parents shared that their wards told that the teachers often rebuke children if they ask questions 

in the class. They also said that students get scared and hesitate to ask again if they were 

reprimanded once. They said that children do not like such teachers and many parents were 

critical of the school and the teachers due to this.  

 

 

 

 

 

The teachers, however, denied this and mentioned that they are very democratic and friendly and 

adopt strategies like reading and explanation to develop the content. In other schools, teachers 

revealed that they often use peer learning to ensure the participation of all students in the class.  

Some activities in addition to discussion that were taken up in classrooms where students were 

actively and meaningfully involved are given below. 

 

Class VII 
I– तो ऐसा आपको  य  लगता ह?ै 

P1 –  य िक वो मुझसे आकार पूछती ह।ै कहती ह ैवह नही बताते। गाली देते ह।ै गली का मतलब डाँटते ह।ै 

P2 – एक बार ब  ची को बोल िदया कुछ तो वो दूसरी बार नह  पूछेगी। 

I – डरके बारे नही बोलेगी। तो आप जब पूछते हो क  कैसे पढ़ाती ह ैतो वह  या बताती ह?ै कैसे बताते ह ैब  च?े 

P – ब  च ेबोलते ह ैिक यह जो teacher ह,ै मुझे िबलकुल भी पसदं नही।  या पढ़ात ेह ै  या भरते ह ैवो समझ नही आता। 
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1) Students were divided into groups and each group was engaged in a project related to chart making. 

Those, who were good at drawing or painting, were made the group leaders. (Class: IV; Subject: EVS) 

2) The teacher divided the class into groups and each group prepared lemonade, attached a price tag and 

also sold the product. The students made paper money, calculated the amount of their sale. (Class: IV; 

Subject: Maths) 

(b) Collaborative approach to Teaching Learning   

To understand the extent of collaborative learning, it requires to know efforts to provide the 

opportunities for self/peer/group learning in planning, designing, organizing and assessing 

different learning tasks.  

During the classroom observations in most of the schools it was observed that strategies used in 

the classrooms are mainly teacher dominated, the interactions mainly initiated by the teachers 

with little or no scope for group or peer learning. The teachers initiated all the activities, with 

students only being the recipients as hardly their opinion is sought to decide the course of 

teaching learning in the classrooms. Teachers in two schools shared that they often make groups 

and use collaborative approach to enable the students learn. Though the teachers said that they 

often use peer learning to ensure the participation of all students in the class, however, hardly 

any opportunities for self, peer or group learning and assessment during classroom teaching 

learning were witnessed. The same was observed for the lesson plans as mentioned earlier in 

section 3.2.1. The involvement of students in the classroom was limited to merely arranging and 

distributing material in the classroom. Some of the instances recorded in the classroom were:  

1. In a classroom, the teacher asked the students to distribute graph papers. 

2. While conducting an activity on the concept of sinking and floating, the teacher asked students to bring a 

bucket half filled with water along with some pebbles, leaves flowers etc. from the surroundings.  

The involvement of the students in peer learning and assessment is also negligible. Most of the 

teachers also shared that they only  decide and plan for the activities to be taken up in the 

classrooms except for one school, where a language teacher at upper primary level told that, she 

lets the students exchange their notebooks after dictation and encourages them to assess each 

other for the mistakes. Another primary teacher shared that at times she promotes peer learning 

by constituting pairs of weak and bright students.   
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(c) Opportunities for Overall Development  

Overall development includes holistic progress in physical, social, emotional besides the 

cognitive aspects of a child’s personality.  Teachers, in all the schools, shared that physical and 

socio-emotional development is emphasised during various co-curricular activities like sports, 

theatre, debate, quiz, etc. In two schools, the head teachers said that for the holistic development 

of learners sports, co-curricular activities are organised in the school and activity based learning 

is emphasised. When asked that the National Curriculum Framework recommends all areas as 

curricular, the teachers confronted that they need to keep them separate as the parents are more 

interested in cognitive aspects and as per their demand, the schools need to prioritise language, 

math, science and social science over physical education and art education. The students across 

the four DM schools shared that co-curricular activities like debate, quiz, sports etc. are 

organised during various intra school events. In one of the schools, the students mentioned about 

organising ‘Balsabha’ where they played games. Contrary to the general notion, parents seem to 

be quite aware of the importance of overall development of their children. Parents expressed that 

opportunities should be provided to children so that they can express themselves confidently and 

put forth their views without any fear. An excerpt is given below in which the parents told that at 

times their wards are not allowed to participate in activities like parade or dance.  

 

 

 

 

 

 

 

In the lesson plans, there is no mention of the activities that promote physical and socio 

emotional development of the learners. Moreover, in the timetable for both primary and upper 

आई- कैसे गैस करते है क जसै ेआज इ ह ने बोला क ब चा इस कूल म यादा पढ पा रहा है, लख पाता है। 
ऐसा है या? सबको लगता है ऐस?  

पी- सर कई बार ऐसा भी होता है, जसैे मेरा बेटा बड़ा फैट  है आपन ेदेखा ह  होगा। यहा ंपर जैसे कई बार
 परेड़ वगैरह होती है। तो वो इसके लए एि टव नह  ंहो पाते है। तो सर उ हे एक अलग ह  साइड म नकाल  
        दया जाता है क आप इस लायक नह ं हो।   

आई-  ये चीज हो रह  है यहा ंपर? 

पी-  नह ं सर वाकई मेरा ब चा dance म आ जाता है उसके र बन वगैरह सब कुछ तैयार कर दया जाता है 
और फर तीसरे दन उस ेबाहर कर दया जाता है क आप भई इस लायक नह ं हो। तो भई वो घरआकर के 
बोलता है क म य  इसम ह सा लूं। मुझे वैसे ह  बाहर कर दया जाएंगा। 
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primary levels only 2-3 periods per week have allocated to activities like games, yoga, library 

music, art and craft etc. (Fig. 7(a)-10(b)). 

The classroom observations, however, some instances where the teachers emphasised on sharing 

and cooperation were noticed. 

1. A teacher encouraged students to share their lunch with a student who didn’t bring it. 

2. Another teacher encouraged students to share graph papers during group work when some of them forgot 

to bring.  

It may be concluded that teachers and even the head teachers consider sports, art education and 

value inculcation as co-curricular or extracurricular. However, parents consider participation of 

each child in dance, sports and other creative activities crucial to building of self-confidence and 

self-esteem to promote the overall development. 

(d) Recognizing Individual Differences among Children 

In order to enable every child learn and progress it is important to recognise her needs, style and 

pace of learning. All the teachers believed that it is difficult for every child to achieve all 

learning outcomes.  They said that 90 percent of students, from average to good could attain the 

learning outcomes whereas those with some learning difficulties or poor socio-economic 

background may not be able to do so. Only one teacher and a principal believed that all the class 

wise and subject wise learning outcomes defined for each level can be achieved by all children 

with parental support and regular practice. However, there can be some variation in the degree of 

attainment as every child is unique in learning style and pace. Therefore, the time taken for 

attainment may also vary for each student. In majority of the classrooms it was observed that not 

much efforts were made by the teachers to recognize and give attention to the individual 

differences that exist among learners. The teachers in the classes mainly focused on explanation 

and solving problems as per the demand of the subject. An instance, where in a class when some 

of the students were not able to answer appropriately, teacher started explaining the next thing is 

given below.  
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Sub: Social Studies; Class VII; Topic: Rulers and Builders 

 

Students, however, have mixed viewpoints as students in three schools expressed that they could 

ask their teachers to explain the concept again. On the contrary, some students told that they 

can’t ask questions again as they are reprimanded by their teachers for that. An excerpt from the 

focus group discussion with class VII students is given below where they were asked about the 

support they get from the teachers, they told that they didn’t always feel free to raise their queries 

because they felt threatened that the teachers might scold or even hit them.  

 

Teachers, in two schools shared that they constitute heterogeneous groups of students with varied 

abilities i.e. a mix of weak students and bright students and use peer learning approach. A 

teacher in one of the schools told that she gives extra time to the students who need additional 

help during her free periods.  

(e) Addressing Learning Gaps through Timely and Task-based Feedback  
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One major aspect of CCE is the continuous observation of teachers to assess the learning gaps so 

that their redressal can be done timely by providing appropriate feedback. Various strategies like 

questioning, drawing, discussion, observation or any other written /oral modes can be employed 

as it should essentially be task based.  

In all the classrooms, teachers were observed asking more of oral questions and sometimes 

written mode was also used in subjects like Maths and Science. However, the focus was mainly 

on completion the syllabus rather than identification of the learning gaps as no specific efforts 

were made by the teachers to involve the majority of children who neither participated nor made 

any gestures in this direction. (e.g. raising hands, nodding etc.) The self or peer learning and 

assessment were also scarce. After carefully going through the data on classroom observations 

only one such situation could be located where the teacher asked students to assess the task of 

their neighbour by exchanging their graph papers and award symbols of their choice like ‘star’, 

‘ice cream’ etc.   

 

 

 

 

 

Students shared mixed opinions as those from two schools shared that they get support from their 

teachers and it is difficult for them to follow if they missed any class especially in Science and 

Maths whereas in another school, students felt uncomfortable with teachers’ rude behaviour on 

asking questions. Parents also shared similar viewpoints wherein they highlighted the problem of 

teacher absenteeism or non-availability of teachers for the entire term/session. They raised 

concern over quick finishing of syllabus for a particular term in only a few days which was 

certainly beyond students’ cognition. Teachers, in some schools, shared that they were supposed 

to cover the syllabus within the stipulated time and due to additional workload, they admitted to 

focus more on finishing the syllabus. Some teachers, however, mentioned that they give adequate 

time to enable children learn besides verifying it through questioning, class based mock tests, 

worksheets, etc. on completion of every lesson to identify and address the learning gaps. A maths 

Class: VII; Subject: Science 

Teacher- Now locate other points on the graph paper and join all the points. I will give two more sets of data. 
You mention your name on the graph paper and now you will interchange among yourself. You will observe and 
mark. You can mark with A or any symbol and later on you can explain me about the symbol. Exchange bench करो 

and खुदका  symbol दो। A,B,C मत  दो , marks भी  मत  दो, symbol like star और  ice-cream कुछ  भी  दे  सकते ह।ैwise karo and 

khudka symbol do…A,B,C, mat do ki marks bhi mat do…symbol like star aur ice-cream kuch v de saktehain 
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teacher at upper primary level said, “I divide the entire syllabus for each quarter and 

accordingly complete the syllabus. After finishing a chapter, I conduct a test and assess the 

performance of the students. If there is any problem, I deal with it accordingly.’ 

 

 

 

 

The analysis of the notebooks and the tests conducted depicted that in majority of the schools no 

efforts were made by the teachers to correct the errors made by the students and no specific 

feedback in the notebooks or the tests existed. Few examples are presented in the following 

figure 3.1. Teachers in all the schools told that feedback was given to the students after the class 

tests. However, this is not evident from the class test or the review work checked by the teachers. 

 

 

 

 

 

 

I-  How do you plan, कैसे academic calendar. How do you actually go about it?  

T-  जो syllabus ह ैजो पूरे year म बनता ह ैम उस ेदो parts म divide कर देता ह।ँ उस िहसाब स ेजैस ेमुझे 3 months म ¼th  syllabus करना होता ह ै

तो उस िहसाब से म उसको complete करता ह ँ और उसके साथ ही जैसे chapter finish होता ह ै म उसका test लेता ह।ँ िफर देखता ह ँ इसम  या 

performance ह।ै और यिद उसम कुछ ब  च  का ठीक नही रहता तो म उसको िफर स े  या problem ह ैउनके िफर स ेदेखता ह।ँ 
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Fig. 3.1: Snapshots of the students notebooks and the review exercises given 

Mistake in Spelling of 
‘Arcuate’ has not been 
pointed.  

No feedback has been 
given to the child.  

No feedback regarding 
deduction of half marks. No feedback regarding 

spelling errors. 

Error in calculation has not been 
specified 
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Parents, in general, also pointed out that the notebooks are also not checked properly as the 

teachers often don’t point out the mistakes. They said “जैसे  िहदंी क  कॉपी म एकदम छोटी छोटी सी िम टेक ह ैपर 

बहत सारी तो जहा पर गलत ह ैउसे भी राइट लगाया  हआ ह।ै” (In the Hindi notebook , the mistakes have also been 

marked correct at many places.) 

It may be due to teachers’ workload for checking a large number of notebooks, test papers but 

the issue could be addressed by noting the errors and taking up sessions exclusively on them so 

that children come to know of their gaps and further supporting them to improve upon.  

(f) Opportunities for Self and Peer Assessment  

One of the key aspects of CCE being ‘assessment as learning’ requires providing opportunities to 

students for self-learning and peer learning through self-reflection and review of their own work 

and that of their peers besides supporting them through appropriate cues and other resources to 

enable them to improve further. There is no indication of any such opportunities provided to the 

students so that they can reflect on the work done by them and identify their strengths or gaps in 

the learning. The classroom, interactions were mainly limited to the explanation, instructions, 

and questions asked by the teacher. Very few instances were observed where the students 

initiated the interaction and it was only to seek further clarification. In Class VII, while teaching 

about ‘Rulers and Buildings’ in Social Sciences, the teacher read two paragraphs from the book. 

Afterwards, students raised their queries followed by the teacher’s explanation. An example of 

such situation is presented in the box given below. During the class, students raised questions 

related to engineering skills and the specific skills used to build large temples and mosques. The 

teacher explained verbally and also drew diagrams to clarify the doubts raised by the students.  
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All schools used both oral and written questions to assess the extent of learning among students. 

Opportunities for peer assessment were also observed across most of the schools. In another 

instance, during group presentations students were encouraged to comment on the presentation 

made by another group.  When asked, only some teachers revealed that they conduct discussions 

and organize mock tests to let the students know about their mistakes or gaps in learning. In 

other schools, in the name of peer assessment students were asked to verify the answers of their 

fellows by comparing with the answer dictated by the teacher. Majorly students expressed they 

are not involved in any kind of assessment and their teachers do not encourage them for peer 

assessment. 

(g) Teacher as facilitator 

When asked, the teachers shared that they always encourage students in their classes in different 

ways which include verbal and written positive reinforcements. They also claimed to provide 

support to the students who lag behind. However, the students shared that the teachers do 

encourage them to participate in the classroom discussions and also allow them to ask questions, 

but they are not at their best behaviours always. They reprimand and snap at them many times. 

This was visible during some classroom observations and at times teachers even ignored the 

queries if students asked more than once and even snapped at them. An excerpt from the 

conversation is given in the box below. While teaching about different vehicles, teacher 

Subject: Social Science; Class: VII; 
छा: मैम अिभयािं क   कौशल या होता ह?ै   

अ: अिभयािं क  कौशल का अथ ह ै मारक (बड़ी इमारत) को बनान ेम य यु  िश प िव ान (यानी तरीका) जो योग म लात ेह,ै उसे कहत ेह। 

छा: मैम जैस ेउदाहरण? 

अ: जैस ेिवशाल मंिदर , मसिजद  क  गु बद व छत  को कैस ेबनाया जाता था। 

छा: मैम इतने बड़े गु बद के प थर  को कैस ेऊपर ल ेजात ेथे। 

अ: मंिदर  व मसिजद  या ऊंची इमारत  को बनान ेके िलए लंबा ढलान बनाकर उस पर रोलर के ारा प थर  को लुड़का कर ऊपर ल ेजाता था। 

अ: अ यापक न ेिच  बनाकर बताया। उस ज़मान ेम े न नह  होती थी।  

छा: मेडम ऐस ेम प थर  को उठान ेम यादा लोग  क  ज रत होती होगी। 

अ: हा ंलोग  के साथ हाथी जैस ेजीव  का भी योग करते थे। 

छा: मैडम मंिदर याइमारत बनन ेके बाद वो ढलान (रे प) का या करत ेथे। 

अ: उसे हटा िदया जाता था। और कभी कभी कह  रह भी जाता था। 

छा: टीचर उस समय गु बद कैस ेठहरत ेथे। 

अ: चार दीवार  पर आर पार लकड़ी क  शहतीर या प थर क  पिटया रख कर छत अथवा गु बद बनाते थ।े 

अ: िच  बना कर ओर अिधक प  िकया। 
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conducted a puzzle related activity. She divided the class in groups and asked the riddles in 

which students had to name the vehicle. 

 

 

 

 

One of the teachers, in a class first explained the concept of floating/sinking, showed a video and 

then actually demonstrated the activity using a bucket, half filled with water, in the classroom.  

When asked as to why she explained the same concept thrice with three different modes, she said 

that she saw the reactions of the students that they did not comprehend so she showed the video 

and demonstrated it as well. However, there was no attempt to explore the difficulties of the 

children when she explained verbally, used the video and even the demonstration. The teaching 

learning was merely one sided and teacher dominated. Parents also shared similar concerns, 

wherein they expressed that the teachers don’t encourage all children to participate and only 

selected students are made to participate in all kinds of activities. Moreover, their wards get 

scolded in the class for asking questions. An instance is given in the box below. The parents 

when asked about how did they come to know of it, one of them replied that his daughter tells 

that the teachers scold them for asking questions and another parent pointed that if the students 

are scolded once they would not dare to ask or say anything  again. Some more parents added 

that their wards don’t like some of the teachers as they didn’t understand what they teach  

 

 

 

Similar views were shared by the students, where (as discussed in section 3.1) they shared that 

they are free to ask questions/doubts in the class and their teachers explain the concept again in 

case some students face difficulty in understanding the concept. Students, in three schools, 

expressed that appropriate support is provided by the teachers to facilitate them to learn better. 

(Class: III; Subject: English) 
Students-       Ma'am we are confused.  

Teacher-     Why are you confusing? You have to concentrate and write. This is the steamer, I told you 5-  

                  10 min. ago. You were not listening to me carefully. (The teacher mentioned in a raised tone)    

 

I तो ऐसा आपको  य  लगता ह?ै 

P1  य िक वो मुझसे आकार पूछती ह।ै कहती ह ैवह नही बताते। गाली देते ह।ै गली का मतलब डाँटते ह।ै 

P2 एक बार ब  ची को बोल िदया कुछ तो वो दूसरी बार नह  पूछेगी। 

I  डर के बारे नही बोलेगी। तो आप जब पूछत ेहो क  कैसे पढ़ाती ह ैतो वह  या बताती ह?ै कैसे बताते ह ैब  च?े  

P ब  च ेबोलते ह ैिक यह जो teacher ह ैमुझे िबलकुल भी पसंद नही ।  या पढ़ाते ह ै  या भरते ह ैवो समझ म नही आता। 
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Some of the students told that their teachers use play way method which they thoroughly enjoy. 

It indicates that in general, the teachers consider teaching learning to be their prerogative as the 

strategies being used reflect that it is a one-way process predominantly where the knowledge is 

to be passed on from teachers to the students. 

3.5. Recording and Reporting  

In order to track of child’s performance on different learning and developmental aspects 

generally, all schools have a suitable mechanism in place. This progress observed over some 

period of time, needs to be mapped holistically against some criteria i.e. appropriate parameters 

(NCERT, 2019) so as to assess the extent of learning (Assessment of Learning) with timely 

bridging the gaps that allow each child to progress further. Different subjects include this 

process, which requires facilitation with apposite tools that the teachers can use to keep a 

systematic track of every child’s progress. The CCE guidelines suggest use of teacher diary, 

logbook and portfolio in this direction and further a progress report card of the child to share 

his/her progress with the parents/guardians. The following section explores data on the 

mechanism used for any such recording ad reporting procedures adopted in all the five schools.  

 (a) Maintenance of Logbooks, Teacher’s diary and Portfolio 

As shared by the school authorities and the teachers that no portfolios were maintained in any of 

the schools except the one in Ichhawar block. According to the teachers, children use notebooks 

or separate sheets for the informal tests or review exercises, which they return to the students 

after checking. The portfolios in the Ichhawar school were being used (Fig. 16 -17) to compile 

general profile (date of birth, admission no., family details etc., likes/dislikes of the student) 

along with the subject wise monthly tests conducted by the teachers. It had a separate section for 

recording any anecdotal details, but these were kept blank as the teachers neither understood the 

purpose and nor the process of doing so. The framework for the portfolio appeared more like a 

report card and it was too congested to enter the monthly performance of students.  In most of 

the schools, as mentioned by the teachers, only maintain teacher diary [Fig. 3(a)-6(b)], where 

only lesson plans are written. Logbooks were not maintained in any of the schools, however the 

teachers recorded students’ performance (only marks) in monthly and term end tests in separate 

sheets/ to report it cumulatively. When asked how do they keep a record of children’s progress in 
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Art Education, Health and Physical education then they said that, “We directly grade a child 

based on our observations over a time interval.” Further, as shared by all stakeholders across all 

the five schools that students were not involved the process of keeping record of the activities 

conducted.  

Thus, it is obvious that since the performance is recorded in marks or grades with no space for 

the qualitative assessment and its record, hence, the tools used also do not include any such 

provisions like logbooks and portfolios.  

 (b) Assessment Cycles and Process of Recording Children’s Progress  

After a certain time interval, the child’s progress needs to mapped (Assessment of Learning) as 

mentioned above in section 3.4 for the accomplishments of LOs. Table 3.2 (on the next page) 

shows the details of such assessment cycles. 

Table 3. 2  Assessment Cycles in DMSs and School in Ichhawar Block 

School  Assessment and Recording 

(Primary) 
Assessment and Recording 

(Upper Primary) 
DMS, Ajmer  Three term-end examinations 

 For each term FAS and SAs  

 Marks in the form of percentages are 

mentioned 

 Grades given for all 

 Two term-end examinations 

 Marks for periodic assessment, 

notebook, subject enrichment activity, 

and term end exams 

 Grades for Scholastic, Co-scholastic 

areas and PSQs 

DMS , Bhopal  Two term-end examinations 

 Marks for periodic assessment, 

notebook, subject enrichment activity, 

and term end exams 

 Grades given for all 

 Two term-end examinations 

 Marks for periodic assessment, 

notebook, subject enrichment activity, 

and term end exams 

 Grades given for all 

 

Ichhawar Block 

School 

 Monthly Periodic tests 

 Half-yearly and annual examinations 

 Grades given for all 

 Monthly Periodic tests 

 Half-yearly and annual examinations 

 Grades given for all 

 

 

DMS, MYSORE  Two term end examinations 

 2 FAs and 1 SA for each term 

 Two terms end examinations 

 Marks allotted for periodic assessment, 
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 Marks and grades for the subjects 

 Grades for co-scholastic areas 

 Only descriptive assessment for 

personal social qualities 

notebook, subject enrichment activity, 

and term end exams 

 Grades for all 

DMS, 

Bhubaneswar 
 Two term end examinations 

 2FAs and 1SA in each term 

 Provision for grades for scholastic, co-

scholastic and Personal social qualities  

 Provision for assessment also in terms 

of ‘Good at’ and ‘Needs to improve 

at’. only once in each term 

 Two term-end examinations 

 Marks for Periodic Tests, Notebook, 

Subject Enrichment, and Half Yearly 

Exams 

 Grades for all 

 

The data shows that the academic session of the schools comprise of two terms across the 

elementary stage except the DMS, Ajmer school which has three terms for the primary stage. 

The assessment system is predominantly written in the form of class tests and term end 

examination. The report cards do not mention but the teachers refer to the class tests or unit tests 

as ‘Formative Assessments’ (FAs) whereas the term end examination as ‘Summative 

Assessments’ (SAs).The FAs across the DM Schools range from two to four whereas  the 

Ichhawar school holds monthly unit tests along with the half yearly and annual examination. In 

DMSs the FAs also include assessment of oral tests, subject enrichment activities as project work 

besides some marks for notebook submission but very less weightage is given to all these 

activities.  The headmasters/ headmistress (HM) of the respective schools said that only teachers 

maintain the record of all these activities under the FAs and SAs. They also expressed that marks 

awarded to each of the assessment activities for the scholastic areas are converted to grades. For 

the co scholastic areas and the PSQs, however, direct grading is carried out except one school 

where descriptors for the PSQs were provided in the report card. In all the schools, at primary 

level, there is provision for maintaining the health record of the students. However, at elementary 

level, there is no provision of maintaining the health record in any of the school. While 

interacting with teachers, it was revealed that they share both marks and grades with the parents 

and students. They were of the opinion that making students aware of their performance helps 

them improve it. The general remarks in all the schools, were given in phrases like good, 

outstanding etc.  
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(c) Criteria of Assessment  

The assessment in all the schools is essentially based on the content covered in a particular term. 

When asked about the criteria used by them for assessment the language teachers mentioned 

reading, writing and listening skills whereas Maths teachers said they evaluate children’s ability 

on mental calculation, etc. Only one teacher at the upper primary level from all the schools 

mentioned that teachers had to write the learning outcomes in the lesson plans; however, she had 

no idea of their use in teaching learning.  As can be seen in figure 4(a), only a single LO has 

been specified for a single class and is not clearly defined. The report cards from the schools,  

had no mention subject wise learning outcomes, instead some skills like listening, speaking, 

reading, recitation, and writing are mentioned for languages whereas observation, classification, 

awareness, and communication are to be mapped in environmental studies; and text, tables, 

mental operations, and logical thinking are mentioned as the criteria of assessment in 

mathematics. Further such indicators are given only for languages, Maths and EVS at primary 

level [Fig. 11(a), 12(a), 13(a), 14(a) & 15(a)] whereas  no such criteria are given in the report 

card at  the upper primary level in any of the schools [Fig.11(b), 12(b), 13(b), 14(b) & 15(b)].  

In four schools at primary and upper primary level marks and grades both are recorded in the 

report cards. However, in one school, at primary level, the performance of students is reported on 

a 2-point scale as ‘Good at’ and ‘Needs improvement’(Fig. 3.2) along with the grades. The 

samples of the report cards at both primary and upper primary level are given in Fig. 11(a) to 

15(b).  

 

Fig. 3.2: Qualitative Assessment of Students in Different Curricular Areas 
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3.6. Parental Involvement and Communication with School 

Ensuring learning of children involves and mutual collaboration of different stakeholders in 

which effective participation of the parents/guardians is crucial. They can play a very 

constructive role in the entire process. So, there is a need to assess as to what extent the sample 

schools establish this channel of communication with the important conduit i.e. the parents. 

Parents from different schools were concerned about their children’s education. They said that 

they check their wards for the regularity in doing their homework or help them, if they need. 

Some others who couldn’t help their wards arranged tuitions for them and enquired their 

progress from the tuition teacher. They shared that they need to keep a balance by supporting and 

encouraging children to perform better while being strict if they get careless in studies.  

I-जैस ेआप कह रह ेह ैब चा डाउन हआ तो आपको या लगता ह।ै या करते ह ैआप? आपका रोल ेकैस ेबदलता ह?ै घर म या होता ह?ै 

P-थोड़ा डांटते ह ै। गु सा आता ह।ै बोलते ह ैक  थोड़ा और यान दो / ब चो स ेपूछते ह ैक  तुम इतना अ छा पढ़ते थे/ अब या हआ/ अब य  नह  यान देते  

 

Although there is a provision of monthly PTMs, in two schools, parents highlighted that Parent 

Teacher Meetings (PTMs) to be conducted only once in a quarter and that too were not 

conducted regularly especially at primary level. When asked about how the progress of children 

is shared with them, the parents said that it is through PTMs, which were organized after the 

term end examinations and the report cards are shared without much discussion on how to help 

children improve their progress. An excerpt from the FGD is given below.  

 

 

 

 

Class: IV 
I –  Are you called for the PTMs? Are you called to school every month?  
P –  Not every month. Three to four times in a year that’s it. Once tests are over we are called to get 

progress reports. We are coming to see his marks and that’s all. 
I-   Is a teacher discussing with you on the improvement of each child in such meeting? 
P -  Not such discussion. We are just coming and once marks are available, we leave school.  
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Parents from two schools said that a few teachers even communicate through ‘WhatsApp’ group 

and student diaries. In the samples of student diaries shared by the four DMS schools it was 

observed that it included the information 

regarding the PTMs, examination, some notices 

and the home task given to the students which 

children from class III onwards noted 

themselves (samples showed children’s 

writing). Almost all the teachers informed of 

skewed participation of parents in the PTMs and mentioned that even after repeated reminders 

very few parents attend the meets and therefore the children suffer as they didn’t get the support 

that was needed from home. Teachers expressed that that although they discussed about child’s 

behavior and performance in different activities, yet parents were only interested in the marks 

obtained by children in different subjects. The headmasters also said that it was mandatory for 

parents to attend the meetings and the information of the PTMs is communicated through student 

diary.  The teachers mentioned that they had the liberty to call parents anytime and one of them 

even recalled calling parents of some students to school whose performance was not upto the 

mark. A few teachers, however, shared that they get a positive response from parents in PTMs 

and they discuss different aspects with them. Almost all parents and teachers said that the answer 

books of children are also shown to parents in addition to the report cards. Further, there is (Fig. 

11(a) -15(b)) neither any space exists in the report cards nor any specific or detailed feedback 

about children’s strengths or gaps in learning is provided. Only phrases like ‘good’, ‘you can do 

better’, ‘ऊ म’ (Good) are mentioned which do not convey anything to us.  

 

 

 

 

 

An excerpt from Teacher’s Interview 
“Most of the parents will not come, that is the main 
problem. We tell them to come thrice or at least twice 
in a month. We write in student dairy and inform the 
headmaster. Even HM sir also called them up and 
asked them that it was compulsory to come and attend 
these meetings.” 
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Chapter 4 Findings, Conclusion, Suggestions and Way Forward 

 

The data from different sources has been discussed in detail till now. This section outlines the 

details on the existing assessment practices in terms of both planning and execution to derive as 

to what needs to be strengthened or altered in order to tune the prevailing CCE in tune with the 

empirically arrived at global principles of assessment. Given below are the findings, conclusion 

and suggestions. 

4.1. Findings 

This section gives major findings based on the results discussed in previous chapter. Findings 

have been derived from the results obtained from the evidences collected from different tools. 

4.1.1. School and Classroom Environment (physical and socio- emotional) 

 All the DM schools, to a large extent had adequate and appropriate infrastructure with 

respect to the sitting arrangement, space for learning and recreation appropriate to the 

teacher-pupil ratio. The resources such as classrooms, furniture, library, playground, 

educational kits, sports equipment along with functional laboratories, etc. were available in 

almost all the four schools. 

 The same cannot be said about the Ichhawar School as far as the availability of resources as 

it just had the basic minimum facilities with only classrooms, blackboards and some books 

locked in an almirah. It lacked separate classrooms for children at the primary level and also 

subject specific teachers at the upper primary stage. 

 Display boards and reading corners were scarce to non-existent across all the schools. 

 The teachers although believed that they were very democratic, friendly and motivational 

towards students but quite a number of parents and students disagreed with it. The use 

of verbal and non-verbal retributory measures also came to light although the incidents of 

physical punishment were scarce. 

 The teachers mentioned that they encourage children’s curiosity and urge them to raise 

questions, which was contrary to the observations made in classrooms and also with the 

views of students and their parents. 
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 There were mixed views of both parents and children with regard to children’s free 

expression and participation in the classrooms and the support provided for better learning. 

Some of the students mentioned that they are allowed by the teachers to participate in the 

discussions and ask questions. However, many students voiced being reprimanded and 

snapped by the teachers for raising their queries and doubts in class and the parents also 

shared the hesitation of their wards to ask or answer questions from the teachers. 

4.1.2. Stage wise Curriculum 

The DM schools follow the NCERT curriculum whereas the block based school implements the 

one prescribed by the SCERT of the State. The curriculum being implemented not just varies 

across schools but also reflects deviation from the ethos of National Curriculum Framework-

2005. The data gives clear evidence on subjects divided into curricular and co-curricular 

mentioned as scholastic and co-scholastic in two schools. In one of the schools, Art of Healthy 

and Productive Living (AHPL), recommended by NCF-2000, was continuing till date despite 

one and a half decade of the release of the subsequent NCF-2005. A similar approach to 

Environmental Education was observed, to which NCF-2005 recommends adopting an infused 

approach but it was continuing as a separate subject in some schools at some of the stages.   In 

Ichhawar school, subjects are categorized into scholastic and co-scholastic areas. In the co-

scholastic areas, there is provision of providing experiences in sewing, knitting, and gardening 

along with sports and yoga. 

4.1.3. Planning and Initiating Teaching-Learning and Arranging Resources 

 The schools follow a top down approach for the academic calendar with themes and chapters 

to be covered under each term of the entire academic session with little flexibility for the 

teachers. The yearly, monthly, or the weekly plans prepared reflected a very naïve 

understanding of the lesson/unit planning which was in no way aligned to the constructivist 

paradigm. Most of the teachers cited that it was due to lack of time as they are overburdened 

on account of their involvement in various curricular and co-curricular activities. 

 The teacher’s diary too was scarce to non-existent in use at both the primary and upper 

primary levels across all schools. Most of the time, the teachers conducted classes without 

any formal planning as some of them shared that due the years of experience they don’t need 
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to make any plans in the teacher diaries and others cited the lack of time due to 

overburdening on account of additional classes and the extra activities that they needed to 

perform. 

 The teachers proclaimed using different learning aids like maps, globes, charts, craft, ICT, 

and strategies like experimentation, field visits, peer learning etc. to ensure the participation 

of all students in the class. 

 The classroom transactions reflected that teachers mostly transacted the lessons in a routine 

with no conscious efforts to explore previous knowledge and experiences of students to plan 

the new lessons. 

4.1.4. Organization of Teaching-Learning and Assessment 

Findings for this section were deduced from the evidences collected from multitude of sources.  

(a)  Strategies for Teaching-Learning and Assessment 

 In all the schools, teaching-learning discourse was mainly chalk and talk with emphasis on 

explaining the content and given exercises using paper/pencil tasks from textbooks as the 

resources. Although teachers believed that they encourage children’s curiosity and urge them 

to raise questions, which was contrary to the observations made in classrooms and also with 

the views of students and their parents. 

 The classroom transactions reflected that teachers mostly transacted the lessons in a set 

pattern However, during the discourse the teachers did do occasional questioning and 

reinforcements. 

(b) Collaborative approach to Teaching Learning  

 In the classrooms, group activities were rarely organised and the teachers mentioned that it 

was due to lack of appropriate space and more time consumption for organizing such 

activities. 

 The classroom discourse being predominantly teacher-dominated across all the schools, 

strategies involving each child’s hands on participation with more prospects for collaborative 

learning like experimentation, role play, project work etc. were scarcely used. Project work 

was mostly given as home assignment and thereby diminishing the scope of peer and group 

learning.  
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 The scope for group or peer learning and assessment was very limited as students hardly had 

a say in the planning or executing teaching learning activities except merely arranging and 

distributing resource material in classrooms. 

 The involvement of students in the classroom discourse was limited to responding to the 

questions asked by the teachers with rare instances where they initiated any discussion or 

raised queries. Parents too expressed the same, however, teachers from majority of the 

schools denied it. 

(c) Opportunities for Overall Development 

 Teachers and the school authorities shared that keeping in view the overall development, 

sports and many other co-curricular activities were organised from time to time in the school. 

The curriculum also reflected a clear demarcation of subjects into scholastic and co-

scholastic areas wherein the latter included subjects like Art education and Health and 

Physical education targeted at developing the physical and socio emotional component. The 

parents and children admitted the organisation of  physical development activities besides 

organisation of the events like different national and cultural festivals but when it came to 

some inter/intra school competitions or celebrations in schools only then the teachers paid 

some heed to it but in that case the participation of  children was restricted for some selective 

students only. In day today activities, often, children were just asked to go to the grounds 

during physical education or any other free periods.  

 The interactions in the classrooms being restricted to the textual knowledge with hardly any 

emphasis of neither teachers discussing social-emotional, personal or physical aspects with 

children or vice versa nor the learning opportunities reflected any infused/integrated aspect of 

these areas. So, infusion/integration of Health and Physical education, Art education 

and Environmental Education with different subjects is very limited and one can say that the 

teacher dominated strategies limiting to finishing of syllabus leave scanty opportunities for 

infusing the socio emotional component among students. 

 Teachers claimed the parents coercion to prioritise the so-called scholastic subjects like 

maths, science, language over the art education and health & physical education led them to 

lay more emphasis on the former. Surprisingly, the parents, during interactions opined the 

importance of overall development and they were concerned as to how their children are not 
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even able to voice or express clearly as they lacked self-confidence .Some of them shared 

that they wanted their children to be involved in all activities as it  enhances their self-esteem 

and were not happy with the teachers when they selected a few to participate in events like 

Kala Utsav etc. 

(d) Recognizing Individual Differences among Children 

 The focus of teachers in most of the schools is mainly on the explanation of the subject 

matter in the class and hence on completion of the syllabus and in the process the teaching 

learning strategies are predominantly targeted to address the entire class as a whole instead of 

recognizing and attending to the individual needs of learners. 

 The teachers’ worry regarding completion of the syllabus more than that of the learning of 

students was quite apparent during interaction as many a times they cited this as a reason for 

not doing the ‘hands on’, group activities or the ones that required children to have individual 

attention of the teacher. 

 In almost all the schools teachers mentioned that majority of the students can achieve all the 

learning outcomes and cited poor socio-economic conditions or learning disability as the 

reason for those who were not able to achieve those outcomes. The interactions with the 

teachers although reflected that most of them were aware of the subject specific pedagogies.  

However, the classroom interactions mainly dominated with teacher-centered approaches 

showed that they lacked both attitude and abilities to translate the same into practice. 

(e) Addressing Learning Gaps through Timely and Task-based Feedback  

 The teachers considered intermittent questioning during teaching learning as the 

opportunities to identify the gaps and address them on the spot but such occasions were rare 

when the students raised relevant questions. The classroom observation revealed that no 

specific efforts were made by the teachers to involve the students who were not very active in 

the class. Most of the time the teachers were found giving cues or they asked questions 

simply to gather children’s attention. 

 The notebook work of students, when examined, also largely reflected a casual approach as 

no specific efforts were made by them to identify/ correct any errors and provide meaningful 

feedback to the students. 
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 Parents in some of the schools also raised concerns regarding teacher absenteeism and their 

non-availability for the major part of the session. 

(f) Opportunities for Self and Peer Assessment 

 In all the schools, conventional approach is used for assessment of the students in all 

curricular and co-curricular areas. The entire academic session is divided into terms and 

paper-pencil type tests dominate the assessment system. Assessment for learning is limited to 

the oral or written questions asked by the teacher during the class with very few opportunities 

for self-reflection or peer assessment and identification of the strengths or gaps in the 

learning. 

(g) Teacher as facilitator 

 All the five schools follow a pattern where children’s learning is majorly decided, directed 

and dominated by the teacher only. The students are merely at the receiving end with almost 

no say in any decision making in any form. 

 With regard to the democratic approach wherein children take control of their learning were 

also found to be missing. 

4.1.5. Recording and Reporting 

The procedure used by schools to track and compare the progress of individual students over a 

period of time is mainly through report cards. This provide a picture about students performance 

in particular grade to the parents. This section present the findings derived regarding this aspect. 

(a) Maintenance of Logbooks, Teacher’s diary and Portfolio 

 Teacher diaries in two schools were not being maintained and in the rest of the three, it was 

mentioning of just an outline of the concepts and some teaching learning strategies which 

does not serve any purpose. 

 Portfolios and logbooks were not maintained in any of the schools except for the Ichhawar 

school, where these included information of the class tests only. 

 The teachers were maintaining all records everywhere with no involvement of students in 

any manner. 
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 The health record of the students in all the schools, is only maintained for children at the 

primary level. 

 (b) Assessment Cycles and Process of Recording Children’s Progress  

 All the DMS conduct summative assessment through quarterly or half yearly examination 

whereas the formative assessment is predominantly in the form of class tests (monthly) or 

project work. 

 Marks are converted to grades for the subjects like languages, math, EVS, science, and social 

sciences and direct grading was being used for assessment in Art Education, Health & 

Physical Education, Work Education, Games, Personal Social Qualities etc. at the entire 

elementary stage. 

 The report cards also had scope to record children’s progress quantitatively and no space was 

allocated to the qualitative reporting at any of the stages across all schools except in one of 

them where teachers could write overall remarks in one or two lines. Even this was not 

appropriately availed as many a times only some generic remarks like good, satisfactory etc. 

were given as feedback. 

(c) Criteria of Assessment 

 It has been observed that skills like reading, writing, listening etc. in language; mental 

calculation, computing, logical thinking etc. in mathematics are used to map children’s 

learning progress at primary level with no set criteria at the upper primary levels. 

 There is no uniformity to map children’s progress across all areas even the curriculum across 

the four DM schools is same.  It is not just the variation in the criteria across schools but it 

also the inadequacy that was quite apparent in the existing recording and reporting formats in 

it to map the holistic development of children. 

4.1.6. Parental Involvement and Communication with School 

 The parents /guardians across the schools are mostly involved in arranging resources  with 

only a few who helped their wards in studies as well. 

 They are apprised of the learning progress of their children during the PTMs organized 

quarterly after each term examination.  Some schools also mentioned the sharing of 

information through student diaries and ‘Whatsapp’ groups with parents. 
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 However, teachers and principals in some of the schools mostly complained of a thin 

attendance of parents, in the PTMs, low response, in general, whenever the teachers reach out 

and even a sense of negligence towards their wards when approached by the schools. 

4.2. Conclusion 

All DM schools are equipped infrastructurally with the Icchawar block school as an exception, 

which lacks even the basic facilities with regard to separate rooms, furniture for each class etc. 

The lack of subject wise teachers also existed in all schools, however, the problem was not so 

severe in the DM schools, as proclaimed by the school authorities, and the makeshift 

arrangement with some contractual staff was done over some years when the regular 

appointments were in the process. However, parents and students did complain of the non-

availability of teachers in the classrooms to the extent that sometimes the teachers were provided 

only towards the end of the year. The Ichhawar School was multi-grade at the primary stage. The 

schools also overlooked the fear free environment clause under the RTE Act, as punitive actions 

were largely verbal with sporadic incidents of physical punishment. The students, in general, 

hesitated to ask questions as shared by both children and parents and even observed in 

classrooms although the teachers refuted all these and in turn, blamed parents for not being 

supportive. The teachers were qualified and proficient but the same was not reflected in their 

delivery of lessons, as the classroom interactions were primarily a monologue and highly teacher 

dominated. The apprehensions of a huge burden, more classes to teach, work related to the 

curricular/ co-curricular activities, concern of finishing the syllabus and lack of attitude were the 

main reasons observed for the same. The curriculum in all schools deviates from the ethos of 

National Curriculum Framework 2005 with regard to Environmental Education, Art Education 

and Health and Physical Education. The planning with regard to curriculum transaction is quite 

centralized without much say of the students or parents and with hardly any scope for teachers to 

adapt or modify it at their levels. The teachers simply follow the yearly calendar without making 

appropriate efforts in further micro planning as the weekly/daily planning is not in tune with the 

constructivist paradigm as envisioned by the last National Curriculum Framework in 2005. The 

schools are lacking on the key aspects of assessment i.e. ‘assessment for learning’ and 

‘assessment as learning’ as content-oriented teaching learning practices with little emphasis on 

the process skills and lack of efforts for understanding the existing levels and learning gaps 
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were witnessed. The teachers did not provide individualized, need based and contextualized 

learning experiences as the classroom practices using alternative strategies in addition to the 

paper pencil tasks for both learning and assessment. The classroom discourses and assessment 

practices were mainly addressed to the entire class with hardly any emphasis on peer or/and 

group learning and assessment to inculcate care, share, and collaboration and in improving 

learning of students. The resources and the strategies employed were mostly restricted to the 

textbooks without any involvement of the students and parents in the planning or organisation of 

learning and assessment thereby making these as direct and autarchic activities to a large extent.  

The conventional approach to teaching learning and assessment, where teachers’ prime concern 

is to finish the syllabus and conduct examination does not leave much scope for self/ peer 

learning and assessment to an extent that even the basic opportunities to provide feedback during 

notebook checking is also done quite callously. Formative and summative assessments are both 

the same and loaded with monthly written tests and term end examinations respectively where 

children are simply labelled with grades without any qualitative feedback. The criteria for 

mapping their learning either doesn’t exist or is quite vague. On the whole, to accomplish the 

overarching goal of holistic development, it can be said that the schools lack on providing 

adequate opportunities to all children for their physical and socio emotional development in 

addition to the cognitive component. Firstly, a compartmentalization of  subjects into curricular 

and co-curricular areas where teachers  emphasize on the former instead of the latter for the 

reasons like curriculum load and the pressure by the parents to  lay stress on the subjects like 

maths, sciences, languages etc. and secondly the lack of understanding on integrated nature of 

curriculum are the major causes behind this. The parents, however, not only seem to be aware 

but also quite concerned for the overall development of children and wanted the system to 

respond to this. 

So, it may be concluded assessment being practiced drifts away from the purposes of assessment 

for, as and of learning and the underlying causes for the ineffective implementation can be 

attributed majorly to the lack of administrative support, teacher awareness and attitude and 

communication among different stakeholders in addition to some apprehensions among 

teachers. Evidence indicated that teachers' attitude and awareness play a pivotal role in 

influencing the assessment practices prevalent in the schools over the available time and 

resources. Although teachers were qualified and possessed appropriate pedagogical skills, which 
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could have been used optimally for the available time (within and beyond school) and resources 

in school, at home and in the society for learning and assessment purposes. Work overload, 

which was not evident from the time table shared, yet some teachers expressed a concern for 

teaching more than the required number of periods per week and doing other administrative 

responsibilities, could be a reason behind their inability to use learner centered teaching learning 

and assessment strategies. Another important aspect with regard to the teacher engagement for 

planning teaching learning and assessment activities, using the learning outcomes and 

maintaining logbooks or portfolios was observed with all the teachers, in general and specifically 

with respect to the new recruits and the contractual teachers. It might be due to the lack of 

training provided to the teachers to hone their skills on these aspects. The present mode of 

assessment prevalent in all the schools in the name of CCE makes both teachers and students 

anxious and has not been found to be worth as per the opinion of students and parents as they do 

not see it making any significant contribution towards children’s holistic learning and 

development. Many challenges emerged with respect to the assessment practices adopted by the 

schools. The multi-grade situation may not be a substitute for the mono-grade system but in the 

sample school of Ichhawar, the low teacher- pupil ratio (1:10) had a better scope to use peer and 

group learning opportunities. The major challenges lie in making the reforms such as the 

learning outcomes, development of lesson and unit planning under constructivist paradigm, 

integration of Environmental Education, Art Education and Health and Physical Education at 

different levels and decentralization in planning of curriculum transaction e.g. developing yearly 

calendars, time table etc. by the teachers and above all bringing an attitudinal change among 

teachers by working on their fears and apprehensions  are some crucial aspects that need 

immediate attention. 

4.3. Suggestions 

In this section, suggestions pertaining to important stakeholders i.e. teachers, school authorities, 
and policy makers are discussed. 

(a) For Teachers 

Effective planning and implementation of CCE requires appropriate measures to be taken by the 

stakeholders at different levels. Some suggestions for the teachers are given below. 
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 The teachers need to take an inclusive perspective of curriculum and go beyond the subject 

boundaries of the curricular areas to focus on providing opportunities that enable holistic 

development of children. 

 The assessment should not be to label children but use it as a two-pronged strategy to help 

both teachers and children to improve upon the teaching and learning process. 

 This requires a paradigm shift to emphasise on ‘assessment for learning’ and ‘assessment as 

learning’ which are the two essential purposes to employ CCE as an effective tool for quality 

teaching learning. 

 The teaching learning and assessment practices need to be intertwined to emphasise self, peer 

and group learning tasks. 

 Both these aspects require teachers to understand the existing gaps in learning and bridge 

them timely with appropriate feedback in a manner that does not demotivate but only 

encourages the child to learn more and more. 

 It can be during and after the completion of the task to provide feedback either verbally or in 

written cues, comments and suggestions individually to a child or to the groups. 

 To do so the teachers need to build the bond and connect well with children by creating a 

congenial environment in classrooms where every child can express freely. 

 The strategies for the learning opportunities should also be beyond paper pencil tasks and 

woven around the needs of children keeping in view their age, background and the available 

resources so as to carry out the process oriented learning. 

 They need to be aware of and be able to use the learning outcomes effectively to plan and 

transact the curriculum in a child centered manner. 

 In this process, the children’s needs and priorities direct the process of learning instead of 

making it a teacher centred activity which is burdensome and imposing both for teachers and 

students. 

 A decentralised and democratic approach to the plan and transact the curriculum needs to be 

carried out by the teachers with greater involvement of students and even parents. 

 Involvement of the students in planning, execution of lesson, assessment and maintaining the 

records/ portfolios should increase to enhance their participation, confidence and 

responsibility. 
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 The teachers need to have a continuous dialogue to involve students and also the parents in 

decision-making and to take charge of students’ learning. 

 Using different forums like the student diary, phone, social media (like whats app), PTMs, 

SMCs etc., for their constructive involvement may be sought for activities being carried out 

in the classrooms and beyond. 

(b) For School Authorities 

The teachers can perform when appropriate support and space is provided from the authorities 

and here are some suggestions for them. 

 The assessment practices prevalent in all the schools need strengthening on all the three 

purposes of assessment i.e. ‘Assessment for learning’ ‘Assessment as learning’ and 

‘Assessment of learning’ and need to be reviewed in the light of CCE Guidelines (2019) of 

NCERT which provide clear directions to view assessment integrated with teaching learning 

and not merely as a standalone activity as being practiced conventionally till now. 

 Since assessment is integral to teaching learning and to ensure its quality the authorities at 

appropriate levels need to improve upon in making available both the infrastructural and 

human resources for proper implementation of CCE. 

 Non-availability of subject wise teachers and teacher absenteeism require a serious attention 

by the school management. 

 The authorities need to check the corporal punishment with proper guidelines in place along 

with orienting and sensitising all the teachers. 

 The school authorities need to see that the teachers are assigned duties, the number of 

periods/classes etc. as permissible under the norms to allow them to devote their time on 

teaching learning and to move at the pace that helps each child learn. 

 Doing away with the approach where one size fits all, identifying and addressing individual 

needs is important. The authorities need to provide support to the teachers to enable them to 

provide timely and task-based feedback and use alternative strategies as per the needs and 

contexts of children. 

 This requires some flexibility and freedom to the teachers to plan and implement curriculum 

to exercise and adopt innovative classroom practices. 
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 This can be in the activities to schedule the timetable, periods and the duration, using 

resources other than the textbooks, etc. as per the needs, to facilitate teachers to use different 

strategies beyond textbooks and classrooms. 

 The learning outcomes developed by the NCERT need to be used as the criteria to map and 

report the children’s progress. Proper orientation of the teachers and even parents is needed 

in this regard. 

 The progress report cards at all the stages need to include the details of a child’s development 

in different domains. 

 It should be in such a manner that allows the parents, students and other stakeholders to 

assess the changes, (gaps, strengths) over a period of time (quarterly, annually) across a class 

or the entire stage at the primary or the upper primary levels. 

 The overall grading may be done away with and the progress on each learning outcome can 

be reported both quantitatively and qualitatively. 

 The health record may be a part of the progress report to provide a holistic progress of a 

child’s development. 

 Appropriate opportunities to the teachers for and sharing of ideas, to facilitate mutual 

interactions and exchange of their innovative work need to be provided. Suitable mechanisms 

for this need to be in place.  

 Appreciating and rewarding the exceptional efforts made by the teachers and even 

acknowledging the parents or the community members who make significant contributions 

can drive an attitudinal shift among them.  It will work for the teachers and the support staff. 

 Effective monitoring, obtaining feedback and appropriate grievance redressal mechanisms 

need to be in place for students, teachers and parents. 

 Good administration and leadership skills that encourage, be empathetic and supportive to set 

the pace for others is required. 

 Capacity building programmes for all including the contractual teachers need to be taken up. 

 Orientation of parents should also be done to involve and associate them with the CCE 

practices in schools. 

 On the whole, to accomplish the overarching goal of holistic development, it can be said that 

the schools need to be inclusive to provide appropriate and adequate opportunities to all 

children for their holistic development. 
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(c) For Policy Framers 

The schools need guidance and support from the policy framers. It is also the responsibility of 

the institutions at the national or state levels that deal with teacher education and school 

administration to provide appropriate guidelines, adequate training and support material. Some 

suggestions for these bodies are listed below. 

 The CCE guidelines (2019) have been given by the NCERT and there is an urgent need to 

take up steps which go beyond simple dissemination to reach out to the schools and the 

teachers to implement and practice them at the ground level. 

 The teachers require orientation in preparing the weekly/daily planning as per the 

constructivist paradigm envisioned by the last National Curriculum Framework in 2005. The 

bodies like the NCERT and the SCERTs need to take it up on priority. 

 Capacity enhancement of the teachers and principals needs to be carried out by orienting 

them for appropriate planning, execution, records keeping, and proper monitoring. Suitable 

resource material in both digital and print may be developed and provided. 

 Any apprehensions of finishing the syllabus among teachers need to be removed with 

appropriate efforts by different stakeholders with proper hand holding so as to provide the 

onsite training also, if needed. The NCERT and the SCERT need to take up initiatives in this 

regard. The authorities at the RIEs and the SCERT and that of the schools need to bridge this 

gap. 

 The curriculum in all the schools needs relooking to align with the recommendations of the 

NCF-2005 especially with regard to Environmental Education, Art Education and Health and 

Physical Education and to use integrated approach to teaching learning and make the subject 

boundaries porous to bring in infusion of the scholastic and co-scholastic components.  

4.4. Way Forward 

In the available time, this study is limited to the pre-phase stage and the report also includes the 

data, findings and the recommendations up to this stage to cull out the interventions needed for 

effective implementation of the CCE. The short-term interventions were also implemented across 

the four DM Schools and the block-based school. Based on the findings and as a part of the 

immediate interventions, the orientation of all the teachers on the CCE guidelines (2019) of the 

NCERT was carried out and as per the needs, sample report cards (see Appendix IX and X) and 
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portfolios separately for the primary and upper primary stages were developed and shared with 

all the RIEs and the schools. Academic guidance and support were also provided on continuous 

basis to the school administration and teachers through both face-to-face and digital mode. 

 In view of the above recommendations it is anticipated that a consistent handholding, 

monitoring and taking feedback is needed for any quality reform to sustain, therefore, it is 

important for the NCERT’s regional constituents to take up this endeavor for a few more years to 

support the stakeholders at the ground level. This will enable them to project these as the model 

schools to showcase effective implementation of CCE. Further long-term need-based 

interventions to strengthen and sustain CCE may also be planned and studies with time series 

design can be employed to see its efficacy can provide credible evidence for its improvement and 

replication. Similar efforts may be needed to scale up the reform in the schools across all the 

States and UTs. Future studies with larger samples in varied contextual settings may also provide 

useful insights regarding the strengths and challenges associated with CCE.  
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Appendix I 
 

A Study of Implementation of Continuous and Comprehensive Evaluation (CCE) in the light of 

RTE Act-2009 at Elementary Stage 

Classroom Observation Schedule 

 

 

 

 

 

1) Availability of Space in classroom for children to participate in individual/group activities 

(Adequate space for the movement for both teacher and students) 

2) Arrangement of light, ventilation, seating, storage, and working space in classroom  

(Adequate lighting and ventilation, visibility of Blackboard, comfortable seating for students w.r.to posture and 

space, adequate working space for children and teachers) 

3) Availability of Resources 

(Variety of learning aids and materials (e.g. Display Boards, Reading Corners, Globe, Books) that suit the need 

of all children including CWSN 

4)  Flexibility in time table/academic calendar 

(Teacher’s freedom to plan and carry out activities by clubbing periods together, taking students outside etc.) 

 

 

5) Teacher’s interaction with the students 

(Authoritative/Democratic, two-way communication, regularity and continuity of the interaction,  

6) Teacher’s efforts to allow students’ free expression, sharing and encouraging participation  

(Observe for the strategies to reach out to students, maintaining positive discipline) 

7) Teacher’s efforts to address Safety Aspects –Physical and Socio-emotional (e.g. sickness, accident, trauma, 

humiliation, harassment, abuse, bullying) 

(Encouraging/guiding children/parent to approach medical practitioner or counselor for help) 

 

 

 

Part A: Child Friendly Environment 

Infrastructure and Safety 
Aspects 

Teacher-student Rapport 

Part B: Child-Centered Teaching-Learning and Assessment 

Planning and Creating Learning Experiences 
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8) Concepts, chapter, unit, theme   __________________________________________________ 

Give detailed notes of observation of the class covering the following points 

9) Teaching-learning Strategies adopted for initiating, extending and completing lesson/concepts 

(Linking previous knowledge with the new knowledge, ‘hands-on’ and ‘minds-on’ activities in individual or 

group situations, using children’s experiences for further learning) 

10) Resources employed  

(Inside/ outside the classroom, textbook and beyond, their use suited to the needs of the learners including 

CWSN) 

11) Student  participation/involvement – in planning and creating learning  and assessment tasks  

12) Questions asked by teachers and students and their responses 

(Give verbatim account of the questions raised by teachers and students and responses made, Use of responses 

of the students for content buildup, Teacher’s reaction) 

13) Meaningful engagement  

(Child’s interest, selection of learning strategies in accordance with the context of the topic and needs of the 

learners) 

14) Catering to individual needs of a child 

(Participation of students at their own pace, providing variety of experiences, facilitating students as per the 

requirement of the topic and their pace of learning) 

 

 

15) Feedback given in the classroom  

(on the spot/after some time, suggestive/constructive/ motivating, task-based, tailored to the needs of the 

learners, providing prompts/cues) 

16) Criteria of Assessment used 

(Use of Rubrics, Learning Outcomes) 

17) Assessment activities taken up in the classroom 

(Variety of assessment activities used while initiating, developing, and recapitulating the lesson (e.g. questions-

oral/written), one minute note, probing etc.) 

18) Opportunities for self-reflection and peer assessment 

 

 

19) Collection of evidence for maintenance of Portfolio, Teacher’s Diary, Logbook, or Rubrics 

20) Overall remarks of the observer  

(Dimension covered/uncovered during period of observation, opportunities for socio-emotional development 

e.g. provision of group activities that support cooperation, collaboration, help, honesty, and truthfulness, 

respect etc., Integration of Arts education, Health and Physical education) 

 

Identifying and addressing gaps in learning  

Recording 
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Appendix II 
 

A Study of Implementation of Continuous and Comprehensive Evaluation (CCE) in the light of 

RTE Act-2009 at Elementary Stage 

(Interview Guide for Teachers) 

Name of the School : ________________________________________________ 

Qualification                      : ________________________________________________ 

Gender                               : ________________________________________________ 

Designation  : ________________________________________________ 

Subjects taught :  ________________________________________________ 

Periods per week : ________________________________________________ 

Experience  :  ________________________________________________ 

Training on CCE/ Subject specific 

When, duration, by whom) 

________________________________________________ 

________________________________________________ 

 

1. How do you manage your classroom? 

(Probe for–seating arrangement (w.r.to. comfort, free movement of teacher and learners, participation in activities and 

learning), parental involvement, teacher-student rapport, rapport among students,  discipline strategies) 

2. How do you plan and organise teaching-learning and assessment? 

(Probe for- lesson plan/unit plan, assessing children’s needs, arranging resource material, creating learning 

situations/activities, collaboration with students, engaging children, strategies adopted and their rationalised use 

(individual/peer/group), flexibility to extend an activity/subject beyond time table, textbook, calendar, 

classroom/school, feedback –timely, task-based, exploring child’s  experiences  for new learning) 

3. How do you ensure the involvement of all children (including CWSN) in learning? 

(Probe for- Rapport with children, their free and fearless expression, addressing socio-emotional needs, addressing  

needs and contexts, interaction with  parents and other teachers, active and meaningful involvement)  

4. Since RTE Act 2009 emphasizes on all round development of students, how is this being taken 

care of in your classroom? 

(Probe for-teacher’s understanding of overall development with reference to PSQs and the strategies adopted 

(integration of arts education, health and physical education) 
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5. What strategies do you adopt to assess and improve students’ performance? 

(Probe for- criteria based assessment, holistic profiling, variety and selection  of assessment strategies, use of rubrics, 

identifying and addressing gaps in learning, opportunities for peer assessment  and self-reflection) 

6. How do you record, report, and share students’ progress? 

(Probe for- record of assessment (overall including PSQs), analysing recorded information, students involvement, 

maintenance of logbook, teacher’s diary, portfolio, feedback (writing and oral/ communicating with students, parents, 

other teachers, any other stakeholders) 

7. Do you believe that all children can achieve all learning outcomes in a curricular area? If yes, 

how? And if no, why not? 

(Probe for-LOs for CWSN, disadvantaged, and from different socio economic backgrounds) 

8. What is your opinion about CCE? 

(Probe for- awareness on CCE, its role in facilitation of child’s learning and development) 

9.  What is your overall experience with CCE?  Please give suggestions. 

(Probe for- strengths, challenges, satisfaction, burden on teachers and students, facilitation of student learning) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

67 
 

Appendix III 
 

A Study of Implementation of Continuous and Comprehensive Evaluation (CCE) in the light of RTE Act-

2009 at Elementary Stage 

 (Focus Group Discussion Guide for Students) 

Class  :____________________________________________________________________ 

School   :___________________________________________________________________ 

Address:____________________________________________________________________ 

Q 1. What kinds of activities are taken up in classroom by different teachers in different subjects? 

(Probe for- individual/group activities, hands on activities, inside/outside classroom, textbook-based/ beyond 

textbooks) 

Q 2. How are you involved in the planning, teaching learning and assessment activities taken up in the 

classrooms? 

(Probe for- student involvement in suggesting strategies, arranging resources, conducting activities and assessment, 

helping peers and teachers, self assessment, peer assessment, formulation of rubrics, record maintenance, portfolio)  

Q 3.What makes learning conducive in a classroom for you? How does your school/ classroom offer such 

environment?  

(Probe for- fear free environment, positive discipline strategies, teacher behaviour and sensitivity, need based 

strategies/ resource material, teacher/ peer support, pace and abilities of learners, personal bias, labelling, healthy 

rapport teacher/student, teacher promoting meaningful engagement, healthy rapport between teacher and students) 

Q 4. What kind of difficulties do you face in classroom and school? Who helps you address them and 

how? 

(Probe for- any difficulty(ies) in learning and participation (cognitive, socio-emotional issues), stress, anxiety, 

humiliation, punishment, , humiliation  for tests, exam, or performance, teacher assessment/ feedback from teachers, 

parents, peers, others, self assessment, peer assessment, timely feedback to children, rapport, sensitivity and support 

from teachers, friends, counsellor, parents, guardians, siblings, reaction on mistake by children) 
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Q 6. How is the learning progress shared with yourself, your parents/guardians, other teachers or any 

other persons?  

(Probe for- constructive  feedback/ communication, labelling, personal bias, humiliation,  negative remarks, regular 

interaction with parents) 

Q. 7.  How does the feedback help you? 

(Probe for- address gaps, seek more resources, motivate/ demotivate, improve) 

Q.8 If you are made principal/teacher, what changes you would bring in the school? Please give 

suggestions that you would like to offer to the teachers and the school?  

(Probe for-Teaching-learning, assessment, if you are Principal /Teacher: Activity based, teacher behaviour, 

teaching-learning, assessment, feedback from teachers, encouragement, support from teacher, joyful learning, out of 

classroom/school activity) 
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Appendix IV 
 

A Study of Implementation of Continuous and Comprehensive Evaluation (CCE) in the light of 

RTE Act-2009 at Elementary Stage 

 

Focus Group Discussion Guide for Parents/Guardians 

Name of the School        : __________________________________________ 

Address                           : __________________________________________ 

No. of FGD participants : __________________________________________ 

Name of the interviewer  : __________________________________________ 

1. How do you come to know about what your child is learning in the school? 

(Probe for- students’ abilities, learning confidence, and values reflected in day-to-day activities, 

marks, Notebooks/worksheets, overall development, active and meaningful engagement) 

2. How do you support and help your child(ren) in learning? 

(Probe for- facilitation in learning by adults at home or neighborhood, nature of support) 

3. How your child’s progress is shared with you? How does it help you in supporting your child to 

improve upon? 

 (Probe for- frequency, holistic profiling, grades/marks, formal (in PTMs)/informal, oral/ written, 

suggestive feedback, parent’s reaction, labeling of the child, sharing of portfolio) 

4. What kind of involvement do you have in any of the school activities? 

(Probe for- parent involvement in organization of learning and other school activities, arranging 

learning resources) 

5. In what ways does the school provide support to you and your ward to address the needs/issues (if 

any) to help them learn better? 

(Probe for- school infrastructure, resources, teachers’ awareness and sensitivity, counselor) 

6. What is your opinion about CCE? 

(Probe for- awareness on CCE, its role in facilitation of child’s learning and development) 

7. What are your expectations from the school? Please give suggestions that you would like to offer 

to the teachers and the school? 

(Probe for- for improvement in child’s learning, participation, and growth) 
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Appendix V 
 

A Study of Implementation of Continuous and Comprehensive Evaluation (CCE) in the light of 

RTE Act-2009 at Elementary Stage 

Interview Guide for Principal 

Name of the School :  ________________________________________________ 

Experience  :  ________________________________________________ 

Training on CCE           :  

(When, duration, by whom) 

________________________________________________ 

________________________________________________ 

1. In what ways does your school focus on all round development (academic, physical, and PSQ) of 

students?  

(Probe for- belief on holistic development, strategies employed by the school, focus on teaching 

leaning and assessment) 

2. Do you believe that all children can achieve all learning outcomes in a curricular area? If yes, 

how? And if no, why not? 

(Probe for-LOs for CWSN, disadvantaged, and from different socio-economic backgrounds) 

3. How do the teachers in your school address the needs of children with varied abilities? 

(Probe for- Planning learning and assessment strategies, resource materials, support from 

teachers and counselors, identification of gaps) 

4. What support does the school provide for ensuring smooth implementation of the activities 

planned by the teacher? 

(Probe for- Flexibility in timetable, school calendar, infrastructure support, facilitation of the 

teacher) 

5. How the progress of the students is recorded, reported and shared with the parents/guardians? 

 (Probe for- frequency, marks/grades, suggestive, analysis of recorded information, maintenance 

of logbook/ teacher’s diary/portfolio)  

6. What changes do you observe in the teaching-learning process after implementation of CCE? 

7. What is your opinion about implementation of CCE? Please give suggestions. 

(Probe for- strengths, challenges, time, available resources, environment) 

8. What do you think is the role of various stakeholders for effective implementation of CCE? 

(Probe for- support from parents, teachers, SMC members, students and other stakeholders) 
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Appendix VI 
 

A Study of Implementation of Continuous and Comprehensive Evaluation (CCE) in the light of 

RTE Act-2009 at Elementary Stage 

List of Documents to be collected for Review 

Document No. to be 
collected at 
Primary 
Level 

No. to be 
collected 
at Upper 
Primary 
Level 

Remarks 

1. Report Card 02 02  

2. Portfolios 02 02  

3. Academic Calendar 01 01 Only provide 1 if 
academic calendar is 
same for primary and 
upper primary classes 

4. Plans (Yearly/Unit/lesson) LP- 15 LP- 15 Please provide plans 
of all the classes 
observed 

5. Timetable 01 01  

6. Student Diary 02 02  

7. Teacher Diary 03 03 Please provide diaries 
of all the teachers 
interviewed 

8. Notebook 02 per subject 02 per 
subject 

Randomly select the 
notebooks from the 
class  

9. CCE document (Training Material 
related to CCE) 

Available Available  

 

 Kindly ensure that the documents collected for the review are selected randomly. 

 Please provide the photocopies, in case the original copy of the document can’t be collected. 
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Appendix VII 
 

A Study of Implementation of Continuous and Comprehensive Evaluation (CCE) in the light of 

RTE Act-2009 at Elementary Stage 

School Observation Pro-forma 

 

Name of the School: _______________________________________________________ 

Affiliating Body: _________________________________________________________ 

 

S. No. Aspects to be observed Details 

1 Number of teachers 

 Primary 
 Upper Primary 

 

2 Are all teachers qualified 

 Training of teachers on CCE 

 Year 
 Duration 
 Training imparting agency 

 

3 Total Number of Students 

Teacher-Pupil Ratio 

 Primary 
 Upper Primary 

 

4 Number of Children With Special 
Needs (CWSN) 

 Nature of special abilities 
 Maintenance of their 

medical records 

 

5 Availability of open area 
appropriate for children of different 
age groups to 

 Socialize  
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 Participate in outdoor 
activities organized by 
different subject teacher 

 Recreational activities   
6 Availability of laboratories 

 ICT Lab-  Functional/ not 
functional   

 Maths Lab- Functional/ not 
functional   

 Language Lab- Functional/ 
not functional   

 Availability and usage of 
kits 

 

7 Availability of   

 Medical Room- Functional/ 
not functional   

 

8 Availability of Library 

 Functional/ not functional   
 Adequate sitting space for 

children from particular 
class 

 Accessible to all children 
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Appendix VIII 
 

 

 

 

 

Fig. 1(a) DMS Ajmer Class IV 

 

Yearly Plans 
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Fig. 1(b) DMS Ajmer Class VII 
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Fig. 3(a) Teacher’s Diary- Lesson Plan 

Teacher’s Diaries 
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Fig. 3(b) Lesson Plan  
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Fig. 4(a) DMS Bhopal Class VII 
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Fig. 4(b) DMS Bhopal Class VII 



 

 
 

81

 

Fig. 5 (a)  Ichhawar Block School Class IV 

 

Fig. 5(b) Ichhawar Block School Class VII 
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Fig. 6(a) Teacher’s Diary- Lesson Plan 

 

Fig. 6(b) Teacher’s Diary- Lesson Plan 
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 Fig.7(a) DMS Ajmer Primary Section 

 

Fig. 7 (b) DMS Ajmer Upper Primary 

 

 

Timetable 
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Fig. 8(a) DMS Bhopal Class IV 

 

Fig. 8(b) DMS Bhopal Class VII 
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Fig. 9(a) Ichhawar Block School Class IV 

 

Fig. 9(b) Ichhawar Block School Class VII  
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Fig. 10(a) DMS Bhubaneswar Class IV 

 

Fig. 10(b) DMS Bhubaneswar Class VII 
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Fig. 11(a) DMS Ajmer Class IV 

 

Report card 



 

 
 

88

 

Fig. 11 (b) DMS Ajmer Class VII 
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Fig. 12 (a) DMS Bhopal Class IV 
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Fig. 12 (b) DMS Bhopal Class VII 
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Fig. 13(a) Ichhawar Block School Class IV 
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Fig. 13(b) Ichhawar Block School Class IV  
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Fig. 14 (a) DMS Bhubaneswar Class IV 
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Fig. 14 (b) DMS Bhubaneswar Class VII 
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Fig. 15(a) DMS Mysore Class IV 
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Fig. 15 (b) DMS Mysore Class VII 
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Appendix IX 
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Appendix X 

  



 

 
 

103 

 



 

 
 

104 

 

 

 



 

 
 

105 

 



 

 
 

106 

 

 



 

 
 

107 

References 

1. ASER (2018). Annual Status of Education Report (Rural). Retrieved from: 

http://img.asercentre.org/docs/ASER%202018/Release%20Material/aserreport201

8.pdf 

2. Beeby, C.E. (1977). The meaning of Evaluation, Current Issues in Education, 

Wellington; Department of Education, 68-78 

3. CBSE (2009). Teachers' Manual on Continuous and Comprehensive Evaluation 

Classes IX & X. Retrieved from http://www.cbse.nic.in/cce/# 

4. CBSE (2010). Continuous and Comprehensive Evaluation Manual for Teachers 

Classes VI to VIII. Retrieved from 

http://www.cbse.nic.in/publications/CCE_Manual_Class_VI_VII_2010.pdf 

5. Ertmer, P. A. & Newby, T. J. (1993). Behaviorism, Cognitivism, Constructivism: 

Comparing Critical Features from an Instructional Design Perspective. 

Performance Improvement Quarterly, 6(4), 50–72. doi: 10.1111/j.1937- 

8327.1993.tb00605.x 

6. GEMR (2015). Education for All 2000-2015: achievements and challenges. 

Retrieved from: https://unesdoc.unesco.org/ark:/48223/pf0000232205 

7. Glasersfeld, E. von. (1995). A constructivist approach to teaching. In: Steffe L. P. 

& Gale J. (eds.), Constructivism in education (pp.3–15). Retrieved from: 

http://www.vonglasersfeld.com/172 

8. Hassan, O. A. B. (2011). Learning theories and assessment methodologies – an 

engineering educational perspective. European Journal of Engineering Education, 

36(4), 327-339. doi: http://dx.doi.org/10.1080/03043797.2011.591486 

9. James, M. (2006). ASSESSMENT, TEACHING AND THEORIES OF 

LEARNING. In: J. Gardner (Ed) Assessment and Learning (pp. 47-60). 

Thousands Oaks, California: Sage Publications Inc. Retrieved from: 

https://go.aws/2UpuVcE 

10. MHRD (1968): National Policy on Education, New Delhi, MHRD, Govt. of India.  

11. MHRD (1986, revised, 1992): National Policy on Education, New Delhi, MHRD, 

Govt. of India. 

12. MHRD (2020): National Education Policy, New Delhi, MHRD, Govt. of India. 

13. NAS (2017). Retrieved from: 

http://www.ncert.nic.in/programmes/NAS/NAS.html 



 

 
 

108 

14. NCERT (1975). The Curriculum for The Ten-Year School. Retrieved from: 

http://www.ncert.nic.in/oth_anoun/NCF_10_Year_School_eng.pdf 

15. NCERT (1988): National Curriculum for Elementary and Secondary Education, 

New Delhi, NCERT. Retrieved from: 

http://www.ncert.nic.in/oth_anoun/NCESE_1988.pdf 

16. NCERT (2000). National Curriculum Framework for School Education, New 

Delhi, NCERT. Retrieved from: 

http://www.ncert.nic.in/oth_anoun/NCF_2000_Eng.pdf 

17. NCERT (2005): National Curriculum Framework, New Delhi, NCERT. Retrieved 

from: http://www.ncert.nic.in/rightside/links/pdf/framework/english/nf2005.pdf 

18. NCERT (2006). Position Paper: National Focus Group on Examination Reforms, 

New Delhi, NCERT. Retrieved from: 

http://www.ncert.nic.in/new_ncert/ncert/rightside/links/pdf/focus_group/examinat

ion_reforms.pdf 

19. NCERT (2006). Position Paper: National Focus Group on Teaching of English, 

New Delhi, NCERT. Retrieved from: 

http://www.ncert.nic.in/new_ncert/ncert/rightside/links/pdf/focus_group/english.p

df 

20. NCERT (2006). Position Paper: National Focus Group on Teaching of Indian 

Languages, New Delhi, NCERT. Retrieved from: 

http://www.ncert.nic.in/new_ncert/ncert/rightside/links/pdf/focus_group/Indian_L

anguages.pdf 

21. NCERT (2006). Position Paper: National Focus Group on Teaching of Science, 

New Delhi, NCERT. Retrieved from: 

http://www.ncert.nic.in/new_ncert/ncert/rightside/links/pdf/focus_group/science.p

df 

22. NCERT (2006). Position Paper: National Focus Group on Teaching of Social 

Sciences, New Delhi, NCERT. Retrieved from: 

http://www.ncert.nic.in/new_ncert/ncert/rightside/links/pdf/focus_group/social_sc

iencel.pdf 

23. NCERT (2013). CCE Programme Evaluation of CCE Programme of Chattisgarh 

and Mizoram: A Report. Retrieved from: 

http://www.ncert.nic.in/departments/nie/dee/pdf/CCE_PE_complete_10_1_17.pdf 



 

 
 

109 

24. NCERT (2014). CCE Programme/Scheme of States and UTs: A Study. Retrieved 

from: http://www.ncert.nic.in/announcements/pdf/CCE-Guidelines.pdf 

25. NCERT (2016). Review of CCE Programmes of States and UTs: A Study. 

Retrieved from: 

http://www.ncert.nic.in/departments/nie/dee/publication/pdf/Review_CCE_States

_UT_2016.pdf  

26. NCERT (2017). Learning Outcomes at the Elementary Stage. Retrieved from: 

http://www.ncert.nic.in/publication/Miscellaneous/pdf_files/tilops101.pdf 

27. NCERT (2019). Continuous and Comprehensive Evaluation Guidelines. Retrieved 

from: http://www.ncert.nic.in/announcements/pdf/CCE-Guidelines.pdf 

28. Reeves, T. C., & Okey, J. R. (1996). Alternative assessment for constructivist 

learning environments. In B.G. Wilson (Ed.), Constructivist learning 

environments: Case studies in instructional design (pp. 191-202). Englewood 

Cliffs, NJ: Educational Technology. 

29. Richardson, V. (1996). From Behaviorism to Constructivism in Teacher 

Education. Teacher Education and Special Education, 19(3), 263-271. doi: 

https://doi.org/10.1177%2F088840649601900324 

30. Srivastava, H. S. (2010). Curriculum and Methods of Teaching; Shipra 

Publications, Delhi. 

31. UNICEF (2016). Review of Continuous and Comprehensive Evaluation (CCE) IN 

SIX STATES IN INDIA. Retrieved from: http://scertodisha.nic.in/wp-

content/uploads/2019/04/CCE_ReviewSixStates.pdf 

 

 

 

 

 

 

 

 



 

 
 

110 

 

 

 

 

 

 

 

 

 


