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ABSTRACT 

Soundararaj, Gomathy. (2019). Teacher perspectives on pedagogical changes: 

An ethnographic study in the rural primary schools of Tamil Nadu, India.  

The study seeks to understand and analyse the pedagogical changes and 

its implementation process in Tamil Nadu, India. It aims to understand the per-

spectives of the rural government teachers when the state introduces pedagogi-

cal changes based on constructivism such as the Simplified Activity Based 

Learning (SABL) in the schools. The study captures the transition process, fo-

cusing on aspects of the pedagogical change such as the role of a teacher, use of 

digital technology and the teacher professional development program from the 

standpoint of the teachers.  

The findings of the study reveal that the teachers struggle to define their 

role in a child centered pedagogy classroom with obstacles in terms of their ide-

ologies, society and support in implementation. With digital technology based 

instruction, teachers faced major hindrances in the form of their beliefs, lack of 

resources and problems with the in-service teacher training program. While the 

in-service teacher training conveys content and information it fails to address 

the needs of the teachers and enhance teacher agency. The teachers expressed a 

disconnect with their facilitators and pointed out the absence of demonstration 

classes, discussion and collaboration along with the issues in time allocation 

and consistency. 

With such findings, the study proposes recommendations to address and 

integrate teacher agency, teacher interaction and collaboration to make it more 

impactful. It includes creating an egalitarian space with changing lecture-based 

sessions to design thinking and appreciative inquiry processes that connects the 

facilitators and teachers, enables a better understanding of the pedagogy and 

empowers teachers to be the agents of change. 

Keywords: in-service teacher education; pedagogy; digital technology; Tamil 

Nadu.  
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1 INTRODUCTION 

India has more than 1.5 million schools and about 260 million students in 2015-

2016 and it is the second largest school system in the world (Trines, 2018). In 

2014-2015, the Gross Enrolment Ratio (GER) in the primary level stood at 100.1 

percent (98.9 percent for boys and 101.4 percent for girls) and in Upper Primary 

level 91.2 percent (87.7 percent for boys and 95.3 percent for girls) (Government 

of India, 2016a). Since equity and access have been prioritised before, the issue 

of quality had always taken a back seat and now it has become an important 

factor to address without compromising on the former aspects (Government of 

India, 2016b). 

The Sustainable Development Goal (SDG) 4 developed by the UN ad-

dresses the lack of quality in education across countries and encourages policy 

interventions and, other measurements to address the issue by 2030. To achieve 

the SDG goals and improve the educational quality, the Government of India, 

National Institute of Transforming India also called as NITI Aayog partnered 

with the United Nations in India to implement the Government of India - 

United Nations Sustainable Development Framework (SDF) for the period 

2018-2022. The framework aims that by 2022, people belonging to the vulnera-

ble group (children, youth and adults) will have access to good quality learning 

at each level of education (Government of India and United Nations, 2018). 

While frameworks and policies are designed to enhance the quality, there is a 

need to analyse the existing standards of the current education system. 

The current education situation can be aptly defined by the term ‘learning 

crisis’ coined by UNESCO in its annual report in 2014. Learning crisis is when 

children have access to schooling but do not gain basic skills and knowledge 

which leads to poor quality in education. Among the factors causing such learn-

ing crisis, pedagogy and teacher training are very crucial. According to the Na-

tional Policy on Education (NPE) (2016), the poor quality of pre service teacher 

education and in-service teacher training is the cause of poor quality of the 
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quality of school education. Alexander (2015, p. 251) emphasises saying, “peda-

gogy is at the very heart of education and without pedagogy discussion of edu-

cational quality makes little sense.” Both the thoughts resonate with the World 

Development Report which states that the lack of subject knowledge and peda-

gogical skills of teachers are the reasons for poor quality of education (World 

Bank, 2018).  

The study seeks to understand and analyse the pedagogical changes at a 

primary level and its implementation process in Tamil Nadu, India. It aims to 

understand the perspectives of the rural government teachers when the state in-

troduces pedagogical changes based on constructivism such as the Simplified 

Activity Based Learning (SABL) in the schools. The study captures the transi-

tion process, focusing on aspects of the pedagogical change such as the role of a 

teacher, use of digital technology and the teacher professional development 

program from the standpoint of the teachers.  

2 PRIMARY EDUCATION IN INDIA 

 Realising the significance of primary education on an individual’s life, the Indian 

government has always prioritised and continuously improved primary educa-

tion both at the national and state level through a variety of schemes and pro-

grams. The National Policy on Education (NPE) states that the poor quality of 

learning in primary school negatively impacts the secondary stage and this con-

tinues till the college years and leads to poor learning outcomes in the higher 

education (Government of India, 2016b). This results in students being handi-

capped to make use of the complete educational opportunities provided by the 

state (Government of India, 2016b). To address this issue, a major breakthrough 

program named Sarva Shiksha Abhiyan (SSA) was launched in 2001, with the 

principal objective of universal access to primary education for all children. 

The goals of SSA consists of universal access and retention, bridging gaps 

of gender and social category in education and children’s learning level en-
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hancement (Ministry of Human Resource Development, 2011). SSA built a pri-

mary school in every village in the distance of one kilometre and provide 

trained teachers, learning materials, and other amenities. It also offered certain 

amenities like free textbooks, uniforms, school bags, and scholarships which is 

conditional on enrolment (Mangla, 2018).  

Following SSA, the Right of Children to Free and Compulsory Education 

Act 2009 or the Right to Education (RTE) act was enacted in each state to pro-

vide free and compulsory education for children of 6 to 14 years of age. Under 

the RTE Act, since 2010, there has been an optional “no-detention” policy ac-

cording to which no student can be retained or expelled until Class 8 under 

state’s decision. The bigger motive behind this rule is to provide education to 

children till 14 years of age, reduce the number of drop outs especially in the ru-

ral areas (Government of India, 2016b). 

In 1995, the centrally sponsored program named National Programme of 

Nutritional Support to Primary Education (NP-NSPE) was initiated in 2408 

blocks (administrative division) in the country. After which, in the year 1997-98 

the NP-NSPE spread across all the blocks of the country (Ministry of Human 

Resource Development, n.d.).  Under this program which is also known as the 

mid-day meal scheme, free lunch was provided to children attending primary 

schools across the nation. The main motive is to enhance enrolment, retention 

and attendance and also improving nutrition intake among children (Ministry 

of Human Resource Development. n.d.). 

With SSA, Right to Education (RTE) Act combined with the mid-day meal 

scheme, the primary schools at the state and national level succeeded in increas-

ing the enrolment numbers and improving infrastructure facilities. The GER in-

creased from 82.4 percent in 2001 to 95 percent in 2014 (Ministry of Human Re-

source Development, 2014). The decentralised implementation of the programs 

under SSA in each state of India led the country towards universalisation of pri-

mary education. 

While the SSA addressed the enrolment and infrastructure necessities, the 

District Institutes of Education and Training (DIETs) established in the states 

were responsible for conducting district level comprehensive programs for pre 
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and in-service teachers and provide ongoing academic support according to the 

context (Mangla, 2018). With the numbers moving towards the target, the atten-

tion shifted towards the quality of the primary education at each state 

level.  The NPE formulated by the Ministry of human resource and develop-

ment of India in 2016 that focuses on improving the quality and restoring the 

credibility of the Indian education system states by the factors affecting the cur-

rent system of education. It includes the lack of competent and committed 

teachers, poor quality of teacher education and training, rote-based learning 

curriculum, corruption and politics in all levels of education management (Gov-

ernment of India, 2016b). 

Most states under the SSA have included interventions for quality im-

provement which include pilot programs such as teacher training, material de-

velopment, Learning Enhancement Programme (LEP), and specific subject-ori-

ented programmes (Ministry of Human Resource Development, 2011). Tamil 

Nadu is one of those states that has consistently experimented on initiatives in 

teacher training, curriculum, pedagogy, ICT to enhance the quality of primary 

education.  

 

3 PEDAGOGICAL REFORM IN PRIMARY EDUCA-

TION OF TAMIL NADU 

3.1 Pedagogical Changes from 2002 to present 

“...the instructional activities that we did witness were largely drill-

based procedures, where the teacher either taught the children a song 

or ordered the children to repeat an oral dictation/spelling after her. 

When student participation was solicited, it was largely to give a rote 

answer to a question or to read out the text from the textbook. In es-

sence, the pedagogy did not require students to actively engage in the 

learning process.” (Grover & Singh, 2002, p. 23).  
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Breaking the pattern of such old school pedagogy methods, which encouraged 

lectures, rote learning and copying from textbooks, the Government of Tamil 

Nadu implemented Activity Based Learning (ABL) in 2003 that captured the na-

tional and global attention towards its primary education system. ABL was de-

veloped by Rishi Valley Institute for Educational Resources (RIVER), an NGO in 

Andhra Pradesh. It was piloted in 2003 across 13 schools in Chennai, Tamil Nadu 

under SSA and then implemented in all the government schools during 2007-

2008 (Singal et al., n.d.) with the motive to develop the quality of primary educa-

tion. 

ABL is a child centric and activity-based pedagogy that supports inde-

pendent and self-initiated learning at an individual pace. Students work inde-

pendently in small groups in multi age or multi grade classrooms, through ac-

tivities under each ladder – a group of units for each level (SSA, n.d.) Children 

go to a specific ladder and choose materials, usually activity cards and three di-

mensional math models which are attractive and child friendly (Niesz, Krishna-

murthy & Mahalingam, 2011). 

In a country with a strong “textbook culture” (Gupta 2006 cited in Niesz, 

Krishnamurthy & Mahalingam, 2011, p. 2), ABL doesn’t give importance to 

textbooks and uses them only as reference texts (Niesz, Krishnamurthy & Ma-

halingam, 2011). A chalkboard is placed at the level of the children around the 

classroom that gives a working space for every child. Teachers are supposed to 

work with the children individually addressing to their need in the learning 

ladder. The children also worked in pairs and groups during activities. Inde-

pendent learning, free movement in the classroom was encouraged to create a 

self-initiated and engaged learner. The teachers assessed each child according to 

their own level and promoted them to the next level (Anandalakshmy, 2007).  

Even though ABL created a huge change in the pedagogy of primary edu-

cation, there were some practical drawbacks that led to the questioning of the 

sustainability of the model. According to the UNICEF (2015) report, the ladder, 

and use of cards and materials led to better learning outcomes but ABL specifi-

cally did not impact student’s higher order thinking skills and conceptual un-
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derstanding. On the other hand, the classrooms showed increased child engage-

ment levels and autonomy.  As the UNICEF (2015, p. 68) report notes, “despite 

having a 10-year history of ABL implementation, barely 6% of sample of teach-

ers in Tamil Nadu had a high buy-in.” The reasons include insufficient teacher 

involvement after the first few years, continuous and confusing changes to the 

model from 2010, and reintroducing textbooks along with the learning ladder 

(UNICEF, 2015). The reasons stated for the textbook inclusion created confusion 

among the teachers in the structure of the model and each stakeholder had a 

different perspective towards the implementation procedure. For example, 

Block Resource Teacher Educators (BRTEs) in Tamil Nadu have expressed, “We 

should be answerable to one – right now we have SSA telling card ladder and 

Elementary Education Director saying textbook” (UNICEF, 2015, p.68).  

However, during the course of years, especially at the rural level there 

were insufficient materials and cards for usage at each level and the training ob-

servations revealed “inadequate percolation of trainings to the district and 

block level” (UNICEF, 2015, p. 59). The trainings failed to completely change 

the teacher’s belief and hindered a complete transition to child centered peda-

gogy. Along with the regular alterations to ABL, the Tamil Nadu government 

also transformed evaluation pattern into a Continuous and Comprehensive Ex-

amination (CCE) which according to a senior official diluted ABL as teachers 

started focusing on “documentation” rather than actual teaching (Srividya, 

2016). 

With criticisms and confusion building up against the ABL model, the 

Government of Tamil Nadu decided to rewrite the existing model with major 

changes and implemented a new Simplified Activity Based Learning (SABL) in 

2018 from Grades 1 to 3 (Tamil Nadu School Education Department, 2018a). 

The SABL is also commonly referred to as new pedagogy by the teachers and 

teacher educators. In tandem with the change in the model, the Tamil Nadu 

government also revamped the syllabus of primary education after a period of 

seven years (TNN, 2016). The primary reason for the change is attributed to the 

10 yearlong period since the last syllabus revision and introduction of competi-

tive exams like National Eligibility Entrance Exam (NEET) for admissions into 
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medical colleges by the central government. The poor performance of the gov-

ernment school students in such exams is blamed on the quality of the state 

board syllabus (Thirumurthy, 2017). In a step to equip the students at govern-

ment schools equal to the students in private and international schools from the 

early stages, the current syllabus and pedagogical method is designed at par 

with the central board syllabus with the aim to bring access and opportunities 

to all the students irrespective of their economic and social status. 

SABL is formulated with the same child centered ideology as ABL with 

some improvements in the teaching learning process to fulfil the shortcomings 

of ABL. The main features of SABL include textbooks and workbooks for stu-

dents, and teacher manuals for respective grades, integration of ICT in the text-

books with interactive QR codes in each lesson and clear instructions on the 

teaching learning process with predefined timetables (Tamil Nadu School Edu-

cation Department, 2018a). The central government has also launched a teacher 

learning application named Digital Infrastructure for Knowledge SHAring 

(DIKSHA) at the national level with all the contents of the book, videos and 

evaluation patterns of the states and Tamil Nadu has adopted the app as a 

means of on-going teacher education. Briefly, the cards have been replaced with 

textbooks and digital technology while the role of the teacher and classroom en-

vironment remains the same. 

 SABL is proposed to help multi grade teaching in primary schools where 

there are only two teachers for five grades. They are commonly called as two 

teacher schools. In Tamil Nadu, out of 24250 government managed primary 

schools, 17575 are two teacher schools and out of 5047 aided primary schools 

which are partially funded by the state, 2008 are two teacher schools (Tamil 

Nadu School Education Department, 2018b). The learning outcomes of the new 

pedagogy are defined in two ways: Content outcomes which the syllabus co-

vers and the skill outcomes which are categorized class wise and subject wise 

(Tamil Nadu School Education Department, 2018b). They are improved 

through four strategies that address different categories such as teacher contact, 

peer group, individual and assessment (Tamil Nadu School Education Depart-

ment, 2018b).  
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The teaching learning process has six steps for which the content and ac-

tivities are designed for each step in the textbooks, workbooks and teacher 

manual. The six steps are introduction or motivation, pre-skills scaffolding and 

understanding new concept or skill, consolidation and practice, reinforcement-

extension and enrichment, assessment and remedial. The time allocation is pre-

defined by the designers, with three slots of 1.5 hours each and the last half an 

hour for group activities (Tamil Nadu School Education Department, 2018b). 

The assessment in the primary education has a trimester pattern with Con-

tinuous and Comprehensive Evaluation (CCE) consisting of Summative Assess-

ment (SA) at the end of every chapter and Formative Assessment (FA) for each 

term. The learner is assessed not only for academics but holistically for values, 

behaviour and extracurricular activities. The textbook also includes a self-evalu-

ation for the student at the end of each chapter. There is space and time for re-

medial teaching and learning (Tamil Nadu School Education Department, 

2018b). 

The path of the pedagogical reform in Tamil Nadu has experienced a total 

shift from lecture based to activity based with ABL. Through the years of ABL, 

the designers have realised both the advantages and disadvantages of the 

model and now with the new SABL, trying to find a balance in adhering to the 

ideology and experimenting on effective practices. 

3.2 Implementation model and scaling up 

The pedagogical reform and dissemination model are directly proportional to 

one another. When there is a change in the pedagogy or curriculum, the out-

comes are effective only if there is a proper dissemination structure. Teacher ed-

ucation in India has two divisions – pre-service teacher education that prepares 

students for the teaching profession and in-service teacher training designed 

and conducted by the government through SSA or NGOs and social enterprises 

(Samhita, 2016). This study focuses primarily on in-service teacher education to 

emphasise the issues faced by the teachers in their everyday teaching due to 

changes in pedagogy.  
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3.2.1 Structure of In-Service Teacher Training 

Figure 1: Structure of teacher training organisations in India 

 

At the national level, development, research, training, dissemination and 

publication of school education is conducted by the National Council of Educa-

tional Research and Training (NCERT). NCERT also collaborates with the state 

level organisations called State Council of Educational Research and Training 

(SCERT) present in each state in India. SCERT designs curriculum, training pro-

grams for development of teacher training and also conducts research in im-

proving the quality of primary education (TNSCERT, n.d.). SCERT percolates 

its functions into each district in the state through District Institute of Education 

and Training (DIET). SCERTs and DIETs support the teachers academically 

through Block Resource Centres (BRCs) which branches out to Cluster Resource 

Centres (CRCs) (Research, Evaluation and Studies Unit Technical Support 

Group EdCIL (India) Limited, 2010).  

The BRCs and CRCs consist of teacher educators who are responsible for 

the materials and amenities at the schools and function as a knowledge resource 

bank for teachers. They conduct regular school visits and inspections to assess 

the teaching process and learning outcomes. They evaluate the performance, 

address the pedagogic needs and provide training accordingly. They are re-

sponsible for conducting teacher training programs, monthly meetings, design 

quality improvement plan and consult with the community members and pan-

chayat unions (village administration) for school improvement. They also serve 

National Council of Educational Research and Training (NCERT) 

State Council of Educational Research and Training (SCERT) 

District Institute of Education and Training (DIET) 

Block Resource Centers (BRCs) 

Cluster Resource Centers (CRCs) 
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as a connection between the teachers and the policy makers in collecting feed-

back from teachers and conveying the perspectives of the policy makers and 

curriculum designers to the teachers. In Tamil Nadu, there are 401 BRCs and 

4088 CRCs (Research, Evaluation and Studies Unit Technical Support Group 

EdCIL (India) Limited, 2010). 

When there is a change in the curriculum or teaching methods, the teacher 

training usually follows a cascade model for dissemination of information and 

skills for the teachers in rural and urban schools as shown in Figure 2. 

 

 
Figure 2: Structural flow of in-service teacher training for public primary teachers 

(Kidwai et al., 2013) 

3.2.2 Implementation of ABL and SABL 

The initial phase of ABL encouraged teachers in Chennai to visit the Rishi Valley 

School on a voluntary basis.  During their visit, teachers experienced the meth-

odology in person which enabled them to become active learners. When the ABL 
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method was scaled up to all the schools in Chennai, the core team included teach-

ers from the schools that participated in the initial phase to create course materi-

als and train other teachers (Bedi & Kingdon, n.d.).  

It became a movement-like approach that encouraged classroom teachers 

to be a part of the material building and thinking process, initiating egalitarian 

relationships across all the stakeholders. The teacher trainers were practising 

teachers and the training avoided didactic teaching methods that concentrated 

more on passing on theoretical knowledge and focused on interaction, dialogue 

and discussion (Niesz & Ryan, 2018). With the designing and training in place, 

the sustainability of the ABL pedagogy for about 10 years is the stringent moni-

toring methodology by the SSA as the BRTEs conduct regular visits to the 

schools to assess the learning outcomes and report to the District Education Of-

ficers (DEO) (Bedi & Kingdon, n.d.).   

SABL was introduced to the teachers through a two-day training program 

by the BRTEs in each district. The implementation followed a traditional cas-

cade model of dissemination where the teacher educators were trained by the 

state team and then they train the teachers in each district. The feedback of the 

teachers from their practice of ABL was taken into consideration but teachers 

were not actively involved in the pedagogical reform process like in ABL. The 

training involved introduction of the changes with the pedagogy like using 

textbooks, QR code and digital platform DIKSHA. The second day of the train-

ing involved demo classes on specific subjects. 

On the whole, the state of Tamil Nadu from 2002 has been experimenting, 

innovating and learning through the pedagogical reforms and implementation 

models in school education by breaking the conventional methods. This has 

brought in positive changes in the policy, pedagogy and training with some 

feedback and room for improvement. As the introduction provides a brief note 

on the reforms, it is essential to understand the underlying theories that caused 

such changes in the education system. 
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4 THEORETICAL UNDERPINNINGS 

Learning is a complex process in which learners constantly change their 

understanding of world and continuously create and evolve newer schemes to 

adjust and adapt to ever changing world around them (Tandon, 2017). It is es-

sential to base the teaching learning process on learning theories to design the 

curriculum, pedagogy, assessment and teacher training accordingly. The 21st 

century pedagogies globally and especially in developing countries has moved 

from a teacher centered approach to a learner centered approach. This is evi-

dent with the studies of Tan (2017), Song (2015) and Sriprakash (2011) which 

discusses the pedagogies in China, Cambodia and India respectively. 

This chapter begins with the broader framework of theories, philosophies 

and ideologies of constructivism. Then, it unveils the details about the pedagog-

ical practice formed based on the broader framework called child centered ped-

agogy. Finally, it narrows down to the important factors of the pedagogical re-

form which constitutes the core of this research – role of the teacher, the teach-

ing process and teacher professional development. The conflict that arises in the 

theory and practice further leads to the importance of this study and the re-

search questions. 

4.1 Constructivism 

Constructivism is a cognitive learning theory that propagates that, “learning 

takes place when new information is built into and added onto an individual’s 

current structure of knowledge, understanding and skills” (Pritchard, 2009, p. 

17). The learner centered or child centered approach in pedagogy is based on 

the theory of constructivism.  The focus is on cognitive development and 

deeper understanding with the belief that learning is a nonlinear process (Fos-

not & Perry, 2013). It defies the behaviourist view that knowledge is acquired 

passively when the learner receives information from the outside world. (Low-

enthal & Muth, 2008).  It believes that learner gains knowledge through 

“knowledge-constructing activities” (Tan, 2017, p. 3). Constructivism has two 
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sub-groups, one which focuses on each learner's perceptions and the other fo-

cusing on the interaction among learners (Henson, 2003).  

4.1.1 Personal constructivism 

Personal constructivism is rooted in the socio cognitive learning theory of Pia-

get (Henson, 2003). He perceived the learner as an individual and believed that 

the construction of knowledge happens at a cognitive level inside one’s mind 

when the learner had to solve problems. His model of schemes or schema 

played a major role in shaping the theory. The components of a person’s gen-

eral knowledge structure which relate to that person’s worldly knowledge is 

called schema (Bodner, Klobuchar & David, 2001).  

Connecting schema to the learning process, Piaget (Smock, 1981 cited in 

Bodner, 1986) introduces the concepts of assimilation and accommodation. As-

similation occurs when the activities faced by the learner activate the schema to 

interpret the tasks given by connecting it to the pre-existing schema. Accommo-

dation is when the learner cannot find the connection because of the newness of 

the tasks and the pre-existing schemes are modified to cope with the current ac-

tivity. Such process helps the learner to acquire knowledge (Bodner, Klobuchar 

& David, 2001).  

This model has been widely used in the construction of pedagogy and de-

velopment of the teaching and learning experiences (Bodner, Klobuchar & Da-

vid, 2001). The personal constructivist approach focuses more on the learner’s 

cognitive side and holds the learner accountable of his own learning. Learners 

are responsible to draw on meanings from the experiences around the world 

and connect them with new challenges to build an understanding.  

4.1.2 Social constructivism 

While Piaget concentrated on individual’s mind, by representing a learner as a 

lone being making meaning of the situations faced, a social and cultural per-

spective of knowledge creation reality (Lowenthal & Muth, 2008) led to the 

branch of social constructivism. One of the pioneers in this branch of construc-
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tivism is Vygotsky. He emphasises on social interaction and introduces the con-

cepts of the zone of proximal development and scaffolding.  The zone of proxi-

mal development is “a theoretical space of understanding which is just above 

the level of understanding of a given individual” (Pritchard, 2009, p. 25). It is 

the level of understanding that the learner will eventually move forward. The 

zone is different for each individual and the learner needs support to function 

effectively.  

Scaffolding is giving materials and support to the learners according to 

their level of learning. The support can be given through materials, levelled 

tasks, reminders or writing frame and collaborative work or pair work. 

(Pritchard, 2009). Dialogue, discussion, collaboration becomes integral part of 

the learning process. Through these concepts, social constructivism focuses on 

learner and their construction of their reality through their interaction with 

world and discussion with others according to Bruner (Tandon, 2017).  

The social constructivist approach holds a heavy responsibility on the 

teacher in creating an environment for the learner to interact and give support 

when needed. The teacher has the role of “stimulating dialogue and maintain-

ing its momentum and support the development of understanding” (Pritchard, 

2009, p. 25). When planning lessons, the teacher has to consider the learner’s 

current understanding level and plan according to the level (Pritchard, 2009). 

While this model signifies how learning occurs for a learner it also mentions the 

role of a teacher in aiding the process. 

4.1.3 Constructivism and Indian Pedagogues 

As the study focuses on an Indian context, it is crucial to expand more on the 

Indian philosophers who shared their views on the construct of education and 

teaching learning process. In the colonial India, education was meant to retain 

social order through pedagogy that was strictly restrictive and lacked space for 

the learner to explore, question and connect the reality with the school (Sripra-

kash, 2012). After Independence, the philosophers of education had visions on 

the structure and principals of education in post-colonial India.  
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The philosophy of Indian education emphasises on the “essence of creat-

ing a sense of universal human hood and spirituality” (Srivastava, 2017, p. 12) 

which is now called as global citizenship. Education has always been looked in 

connection with nature, spirituality, religion and society. The current construc-

tivist approach has been explored in depth in the Indian education philosophies 

since Independence. The main thinkers of the educational philosophy are 

Rabindranath Tagore, Mahatma Gandhi, Sir Aurobindo and Swami Viveka-

nanda. 

The education philosophies of Swami Vivekananda and Sri Aurobindo 

Ghose gave equal importance to children’s personality development and coun-

try’s spiritual identity, providing a mix of “pedagogic modernism and revivalist 

nationalism” (Sriprakash, 2012, p. 30). Vivekananda’s theories of education 

were intertwined with him spiritual philosophies as he states the essence of ed-

ucation should be “the concentration of the mind, not the collecting of facts” 

(Vivekananda, 2018). Aurobindo’s principles of education focus on “the awak-

ening of man (sic) as a spiritual being” (Cenkner 1994 in Sriprakash, 2012, p. 

30).  

In analysing the role of the learner and process of learning, Vivekanada 

notes that “A child has many potentials of variable worth”, and “he has to learn 

to choose which he should try to develop, and which he should minimize, 

counter or ignore “(Prabhananda, 2003, p. 236). Expanding on that, Aurobindo 

stressed that children should contain the freedom to learn through self-reflec-

tion and self-evaluation (Joshi, 2011). Both of them concentrated on the learner’s 

autonomy and freedom in a learning space. 

The pedagogic visions of Rabindranath Tagore and Mohandas Gandhi 

were aspirational and set in post-colonial industrialised India (Sriprakash, 

2012). According to Tagore, “a teacher was a leader and a pioneer whose chief 

duty was in the art of drawing forth the individual’s initiative and creativity” 

(Samuel, 2010, p. 350). He stressed on the innate creative nature of children and 

the role of education in harnessing it.  
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Tagore’s philosophy aims to develop the spiritual as well as the physical 

growth of the learner as he believed that the manifestation of personality de-

pends on the self-realisation, spiritual knowledge and health of an individual 

(Srivastava, 2017). He considered cooperation, selfless activities, love towards 

fellows and responsibility towards nurturing social relationships to be the main 

purpose of one’s informed mind and it enabled the individual to live as a wor-

thy being (Bhattacharjee, 2014). 

Gandhi put forth Wardha Scheme in 1937 comprising a national program 

of Nai Talim or Basic Education which aimed to develop the productive skills of 

rural children during industrialisation (Sriprakash, 2012). He encouraged edu-

cation in one’s own mother tongue and proposed free education till 14 years of 

age. He insisted that the children should be taught a local craft so that they can 

support themselves during higher education (Valmiki, 2018). The model and 

thoughts challenged one centralised power in dominating the education sector, 

gave localised autonomy and strength with a deep significance to skill develop-

ment and children’s freedom. 

India, with its history and heritage, has a long line of powerful thinkers 

who encouraged learning through constructivism from an earlier time, how-

ever, the vision, pedagogy and agendas of Gandhi and Tagore prior to Inde-

pendence did not have national reach and was not considered an approach to 

educate the masses (Sriprakash, 2012). The thoughts have only been put to real-

ity recently with the push from the world organisations packaging the philoso-

phies as child centered pedagogy in the name of improving the quality of edu-

cation and development in the global south. 

4.2 Child Centered Pedagogy 

With a strong base in the ideology of constructivism, international agencies 

have pushed child centered pedagogy or child centered approach as a panacea 

to the issue of quality education (UNICEF, 2009), with benefits such as holistic 

development of children, more child participation, motivation and positive so-

cial and economic outcomes. It is put forward as an innovative technical 
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method rather than “a set of pervasive social relationships between the teacher, 

the child, and school knowledge” (Sriprakash, 2012, p. 3). The child centered or 

learner centered pedagogy is designed in various forms in developed countries 

such as Montessori, Steiner, Pestalozzi in US and Europe, and in developing 

countries such as the ABL in Tamil Nadu, Bodh Shiksa Samiti schools in Raja-

sthan, India and pedagogical reforms in China and South Africa (Westbrook et 

al., 2013). 

 In the context of growing adaptations across the world, criticisms have 

arisen with the international development agencies widely sponsoring child 

centered pedagogies in developing countries. People look at it as “a process of 

Westernisation disguised as quality and effective teaching” (Tabulawa, 2003, p. 

7). This leads to a failure in acknowledging the complexity of pedagogic prac-

tice in development contexts and leads to the “polarisation of teacher-centred or 

child-centred instruction” (Barrett, 2007, p. 274). It creates a mindset that the lat-

ter is better and more progressive than the former while there are pros and cons 

in both the pedagogies. 

In implementing child centered pedagogies in an Indian context, Alexan-

der (2008, p. 16) has cautioned: “to propose child-centred teaching methods as 

an indicator at national level is to smother with a blanket of unexamined ideol-

ogy a vital professional debate about the conditions for learning and the com-

plexities of teaching.” There are challenges in implementing competence based 

pedagogies in developing countries’ under resourced, less maintained, low in-

come, performance oriented systems (Sriprakash, 2011). Bernstein (2000, cited in 

Sriprakash 2011) argued that the high transmission costs such as training teach-

ers, resources for pedagogy and infrastructure, small class sizes, time for plan-

ning and evaluation, and community socialisation into the school are often hid-

den and thrust upon individual teachers who, in the Indian context are working 

in a heavily bureaucratised and low-status profession. 

With its benefits and challenges, the child centered pedagogies is being 

hailed as a one stop solution for improving the quality of education especially 

in developing countries. It is essential to analyse in depth on the existing and 

emerging characteristics of the child centered pedagogy to evaluate the impact 
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and also formulate solutions to the problems that occur. In the process of analy-

sis, the literature review delves deeper into three main factors of child centered 

pedagogy-role of a teacher, digital technology and teacher professional devel-

opment. 

4.2.1 Role of a teacher  

According to Tzuo (2007, p. 39),  

“Child-centered teacher is like an impressionist’s way of painting, a teacher who is dedi-

cated to put the ideas of child-centeredness into practice is like that of an impressionist 

who engages her mind to observe/ interpret/reflect the children’s behaviours and learn-

ing in her classroom, and who knows how to include and reconceptualise multiple theo-

ries into practice as she constructs her classroom without losing the foundation of child-

centeredness, which is the valuing of children’s needs and interests.” 

With child centered pedagogy, the concentration leans more towards the needs 

of the learners. However, the teacher still plays a crucial role in “observing, in-

terpreting, responding to, and reflecting on children’s learning in the classroom 

in order to scaffold” (Wen et al., 2011, p. 954) and present the content in an un-

derstandable manner. 

The role of the teacher is varied in the eyes of each theorist and philoso-

phers in education.  According to Piaget’s (Wadsworth, 1995 cited in Tzuo, 

2007) theory, the teachers are observers who create a resourceful environment 

for children to learn and experiment by themselves with the greatest degree of 

freedom. Contrarily, Vygotsky’s learning theory aims to find a balance between 

activities which are teacher led and child-initiated. Teachers are supporters who 

provide challenges for the children to achieve the top level within their zone of 

proximal development (Tzuo, 2007).  

The western philosophers like Montessori and Dewey have a conflicting 

opinion on the role of a teacher. Montessori drew the analogy of teachers as 

servants and children to be their masters. In such case, teachers take upon the 

role of servants who wait upon their masters and therefore can only help chil-

dren in the classroom (Montessori, 1984). In addition, “the teacher’s happy task 
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is to show children the path to perfection, furnishing the means and removing 

the obstacles” (Montessori, 1984).  

Dewey (1988, p. 46) believed that, “Guidance given by the teacher to the 

exercise of the pupils’ intelligence is an aid to freedom, not a restriction upon 

it.” Therefore, teachers should act as the representative and agent of the inter-

ests of the group as a whole and should be responsible for each child’s on-going 

growth with the community (Dewey, 1988). While Montessori perceived teach-

ers to serve, Dewey wanted them to guide the learning of children. The process 

or the action remains the same in both, but when Montessori mentions serving 

a hierarchical relationship is introduced and when Dewey says guiding it cre-

ates an egalitarian environment. 

The Indian philosophers believed in the instrumental role of the teacher in 

education.  Mahatma Gandhi encouraged ridding children from textbooks as 

pivotal to achieve teacher autonomy and freedom since it restricted the teacher 

to “impart originality to his pupils” (Kumar, 1993, p. 3).  As Aurobindo states, 

the teacher must not act as a “task-master and instructor ... he does not impart 

knowledge to [the child]; he shows him how to acquire knowledge for himself. 

... He only shows him where it lies and how it can be habituated to rise to the 

surface” (Smail, 2014, p. 616). This reveals the trust that a system should have 

on teachers which translates to power and impact. 

These perspectives on the role of a teacher in a child centered classroom 

reveals the varied degrees of teacher control and student freedom. In the study 

by Song (2015) among the primary teachers in Cambodia, it is revealed that 

teachers expressed a strong support for child centered pedagogy but still stuck 

to the conventional teaching principles. Few teachers still value the control over 

children’s learning that is allowed in the traditional curriculum which is teacher 

centered (Myagmar, 2010).  This breaks the thin line between scaffolding and 

teacher control, where in the former there is a balance in control and autonomy 

while in the latter, there is more control and less autonomy. This leads to the 

tension between the autonomy of the children and teachers’ control in the class-

room interaction (Tzuo, 2007). Research shows that autonomy of children in 
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learning and teachers’ active but not controlling role can lead to impactful 

learning experiences (Fung, 2015).  

In the study by Fung (2015) that analysed the role of teachers in the kin-

dergarten classes in Hong Kong during the  implementation of a child centered 

curriculum, the teachers expressed that they were secure when they controlled 

the direction of the curriculum and moulded children’s learning but they were 

also well aware that they need to take on the role of a facilitator to implement 

child centered pedagogy. In Wang’s (2006) study in rural China, while the 

teachers receive the reform positively, they continue to exercise tight control of 

the classroom, and lecturing takes up most of the class time (Wang, 2011). This 

questions the principles, ideologies of child centered pedagogy as the teachers 

are expected to implement it rather than experiment with an understanding. 

The role of the teachers’ in making pedagogical decisions are hindered by 

both the schedule and centralized curriculum (Wang, 2011). In Smail’s study 

(2014, p. 622), one of the teachers calls the schooling system as “prescribed” and 

says, “we are bound by text books and examinations and deadlines and to an 

extent the school system.” In the rural classrooms of China, the curriculum and 

schedule restrict the teachers from experimenting with student-centered meth-

ods (Wang, 2011). Sriprakash (2012, p. 54) notes that a conflict exists between 

“the nature of the activities proposed, and their terminal objectives” formed by 

the state, leaving teachers to work within a restrictive framework. Kumar (2005, 

p. 94), notes that the state assumes to have credible knowledge and, therefore, 

“there is no room in this [pedagogic] process for genuine inquiry, for it is assumed that 

all necessary inquiry has already been made; and the results of the inquiry have been 

packaged in the syllabus and the textbook.” 

Vavrus calls policy-makers attention to “recognize that the examination system, 

the material infrastructure of schools, and the length and the quality of teacher 

education programs limit the likelihood of a fundamental shift from formalism 

to constructivism” (Vavrus, 2009, p. 309).   
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The philosophies and ideologies of child centered pedagogy dictate how 

the role of a teacher should be structured in a classroom. In contrary to the ex-

pectations, each teacher designs one’s own role with respect to the resources 

and facilities available in implementing the pedagogy. For a more impactful im-

plementation, there needs to be concrete expectations set by the policy frame-

work and a teacher’s personal connection and belief to the ideology combined 

with autonomy to experiment in the classroom. 

4.2.2 The teaching process   

Teaching in a child centered classroom based on the constructivist learn-

ing theory defies the traditional approach of transmission model (Richardson, 

1997) that includes lectures and promotes knowledge building activities that en-

ables the learners to construct their knowledge by connecting it to their prior 

knowledge.  

Constructivist teaching should encourage the children higher order think-

ing and analytic capabilities. The teacher pursues it in two ways: creating and 

facilitating an active environment “where students undergo certain amount of 

cognitive dissonance” and designing tasks which leads to “reorganization of ex-

isting cognitive maps” (Richardson, 1997, p. 5). Such teaching practice involves 

challenging tasks for students to kindle their thinking, hands on activities, cre-

ating a safe space and encouraging a culture of active questioning to dive 

deeper into student’ thinking process (Richardson, 1997). It is evident that the 

activities, tools and learnings as a result of constructivist teaching enhances the 

child’s cognitive development. 

According to Richardson (2003), in a child centered classroom, a teacher 

has to give individual attention to each student and be aware and respect their 

background. It also requires facilitation of group dialogue that results in the 

process of developing shared understanding of an interest area. Teaching 

involves provision of opportunities to challenge and a space to question the 

existing beliefs through tasks that are “specifically structured for  development 

of students’ meta awareness of their own learning processes” (Richardson, 2003, 

p. 1626).  



28 
 

In exploring effective teaching process, various methods, tools, strategies 

and techniques have been formulated to make the classroom child centered. 

One of such tools that is gaining popularity in teaching process is the 

integration of digital technology. With increasing issues arising about the regu-

lar distribution of resources and materials to all the schools across the country, 

digital technology is looked upon as an effective and scalable resource in peda-

gogy (Muralidharan, 2013). In a child centered pedagogy, in addition to other 

resources digital technology provides a platform for exploration and discovery. 

There has been huge investment from the governments to integrate digital tech-

nology via computers, tablets and smartphones in schools. 

According to Muralidharan (2013), digital technology benefits the child 

centered pedagogical practices in three ways – to help the teachers in increasing 

their knowledge and teacher training, children engagement and in teaching 

more advanced concepts or new language skills like English which lacks com-

petent teachers. It also aids in better involvement of children in the learning 

process by using interactive modules such as educational video games. Finally, 

it helps to customise student learning plans at the individual level (Murali-

dharan, 2013). 

Tondeur et al.’s (2017, p. 561) meta-analysis concludes that “the relation-

ship between teachers’ pedagogical beliefs and digital technology integration is 

bi directional.” The role digital technology plays in classrooms relates to teach-

ers’ ideology towards the learning and teaching process (Tondeur et al., 2017). If 

the experiences are integrated with digital technology-rich it has the potential to 

change the beliefs of the teacher into more constructivism and child centered, 

and teachers with constructivist beliefs adapt and integrate digital technology 

in their classroom (Tondeur et al., 2017). Through this study it is evident that 

the pedagogical beliefs might also act as a barrier for digital technology integra-

tion. 

While the usage of digital technology in instruction is likely to be pro-

moted and increased, the benefits of such interventions is still unclear. Sceptical 

scholars have even argued that promoting digital technology is looked upon as 

a pride, development and modernity rather than having any proven evidence 
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on the benefits of such interventions (Shields, 2011). In some cases, replacing 

traditional instructive practices with digital technology might also lead to nega-

tive impact. In the study by Linden (2008), an NGO in Gujarat implemented a 

program that replaced regular instruction with computer-aided instruction and 

an after school supplementary instruction with computers. The former led to 

lower test scores while the latter showed significant increase. This proves that 

the type of intervention and level of inclusion of digital technology in the regu-

lar practices directly affects the learning outcomes.  

The consequences of the usage might be effective, but it leads to a risk of 

time consumption and replacement of the actual instruction that provides learn-

ing outcomes. Such results are specifically relevant in Indian context where in-

terventions like “tablet computers for all” are scaled up as a potential short-cut 

to address the issues of the quality of education (Muralidharan, 2013). How-

ever, the evidence available in measuring the impact of digital technology use 

in the classroom is mixed and depends mainly on the implementation model 

(Muralidharan, 2013). 

4.2.3 Teacher professional development program 

For the teacher to build a constructivist classroom, he or she has to be 

trained through a constructivist teacher professional development program. 

Among the factors that constitute a constructivist program, teacher agency is 

identified as the most crucial as it has a great impact on the teachers’ learning 

outcomes (Biesta and Tedder 2007).  

Agency is considered as a “socio-culturally mediated capacity to act” 

(Ahearn, 2001, p. 112) and it plays a central role in education especially with 

adult education and lifelong learning (Biesta and Tedder 2007). In the context of 

professional learning, teacher agency is defined as “the capacity of teachers to 

act purposefully and constructively to direct their professional growth and con-

tribute to the growth of their colleagues” (Calvert, 2016). Agency is also a cru-

cial factor in Vygotsky’s theory of “the developmental trajectory of human ac-

tivity” (Vygotsky, 1987 cited in Voogt.et.al., 2015, p. 262).   
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Teacher professional agency is required to build creative, curious and par-

ticipative learning environment that helps to design and practice innovative 

teaching methods, and to implement theoretical knowledge into practice 

through classroom teaching practices, school enhancement and self-

development (Lipponen and Kumpulainen 2011). Such agency aids in 

improvement of self and also impacts the children. 

An efficient professional development program should aid teachers in 

implementing their learnings directly in the classrooms (Zakaria and Daud, 

2009). Holland’s (2005) study shows that teachers were positive to transform 

their  instructional practices, acquire subject expertise and improve teaching 

skills when teacher training is in relation to their daily experiences and in 

alignment with standards and assessments.  

On the contrary, the in-service training program in most of the developing 

countries follow a cascade model of dissemination based on the behaviourist 

learning theory. The trainer who are experts are trained first and then the 

knowledge is transferred from them to the teachers (Dichaba & Mokhele, 2012). 

The countries adhere to this model of training especially in teacher professional 

development because it is capable to reach a large number of teachers in a short 

period of time (Bett, 2016). It also reduces the costs as the small number of train-

ers who have been trained can spread across the state or country and train oth-

ers (Ono and Ferreira 2010).  

The nature of the training model affects the crucial factor in pedagogical 

implementation which is teacher agency. Dadds (2014) criticizes the model as it 

views teachers as “empty vessels” who need external expertise. When the infor-

mation is passed on from one entity to another, it has a “trickle-down effect –

watering down of content as it is passed on to trainees” (Bett, 2016, p. 4).  Ono 

and Ferreira (2010) observed that the teachers complained that even their train-

ers did not understand the curriculum properly.  Gathumbi et al. (2013, p. 8) no-

ticed that teachers are “removed from the reality awaiting them on the 

ground.” They are de-contextualised and trained far from their classrooms 

which leads to problems when they try to apply their learning in reality. 
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The study conducted by Ayvaz-Tuncel & Çobanoglu (2018) among Turk-

ish teachers assessing the quality of in-service teacher training and its connec-

tion to the teaching process reveals that most of the novice teachers did not gain 

anything connected to their teaching or personal development from these train-

ings.  In the study report released by Bill and Melinda Gates Foundation in 

2014, that surveyed more than 1,300 teachers notes that the teachers described  

their professional development as irrelevant, not effective, and “not connected 

to their core work of helping students learn (p. 3).” 

Even though there is sufficient amount of time and funds allocated for in-

service teacher trainings, there is no standardisation on the outcomes of these 

trainings (Samhita, 2016). The World Bank Report (2018), notes that two thirds 

of world bank projects on education included teacher professional development 

The survey of 38 developed and developing countries found that there was 91 

percent teacher attendance in the professional development program last year 

(World bank, 2018). 

In India, SSA allocated 20 days per year for in-service teacher training 

(Samhita, 2016). Even though 64 percent of funds were assigned for teachers in 

the year 2013-2014, there is no significant improvement that stresses the need 

for redesigning the teacher professional development programs (Samhita, 

2016). The TNTP (2015, p. 2) study results note that even though there is 

enough time and financial investment, “most teachers do not appear to improve 

substantially from year to year — even though many have not yet mastered 

critical skills.” The “chalk and talk” method is still followed in the classrooms 

and the impact of training programs on classroom improvements is unclear 

(Government of India, 2010).  

Teachers are pivotal in the consistency and operation of education re-

forms, yet they don’t play a role in policy making and curriculum or pedagogi-

cal reform process. The agency and voice of the teachers is valuable but often 

neglected in their own professional development programs which leads to dis-

connect between the system and the teacher (Calvert, 2016). 
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5 IMPORTANCE OF THE STUDY AND RESEARCH 

QUESTIONS 

The 2011 census reveals that 72.2 percent of the Indian population lives in rural 

areas, about 638,000 villages (Roy, 2012) and about 51.1 percent of children from 

rural India study in a government primary school without any tuitions (ASER, 

2016). This data asserts the significant role of government rural schools in shap-

ing the future of education in India. Even though rural government schools hold 

a great importance, the ASER report (2016) conducted across 17, 473 villages re-

vealed that about 52.5% of grade 5 students cannot read a grade 2 text and about 

70% of grade 5 students cannot recognize numbers from 10-99. This data explic-

itly reveals the poor quality of teaching in the government schools especially in 

rural areas. 

With Tamil Nadu, the place of concentration in the study, there are few 

non-governmental organisations such as Madhi Foundation, STIR education 

and Qrius learning initiatives that work with the government and private 

schools in enhancing the quality of implementation of teacher training pro-

grams and the designing the pedagogy. However, the impact of such organisa-

tions and even the percolation of training programs is restricted to the city and 

fails to trickle down with the same essence till the rural level. This study aims to 

expose the perspectives of the rural teachers and teacher educators on the SABL 

pedagogy, digital technology and in-service teacher training program. 

ABL method has been researched and analysed for the past 10 years since 

its implementation and the current SABL method was launched recently in the 

academic year 2018-2019. The current study captures the transition phase in the 

dissemination of the pedagogical changes which is latest and unique. This adds 

immense value to the relevance and novelty of the study. Each stakeholder 

(schools, teachers, administrators) re contextualise and interpret the policy with 

respect to resources and interests of the locality (Sriprakash, 2012). The broader 

education frameworks do not always fit in the local contexts. Hence, there is a 
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need to focus the attention to the local level conditions and possibilities articu-

lated by people working in the field (Sriprakash, 2012). Thus, the goal of this 

study to turn the table around and inquire the educational programs from a lo-

cal context. 

 In understanding the perspectives of the teachers on the pedagogical 

changes in the state on the basis of constructivism, three focus areas that in-

volves teachers were chosen. They were role of the teacher, teaching process 

and teacher professional development.  The following research questions are 

based on the focus areas and the observations, interviews and the question-

naires of this study were designed on the basis of the following questions which 

the study aims to answer. 

1. How does the changes in SABL compared to ABL affect the role of teacher? 

2. What are the teacher beliefs on digital technology based instruction? 

3. What are the teacher views on the professional development program? 

6 RESEARCH DESIGN 

The ordinariness of the government primary school invites the attitude that 

knowledge about the school is common, and we need not make any special effort 

to pause and gather an understanding about the school, especially in the case of 

government primary schools, there is so little happening and what we see is so 

familiar, dreary and monotonous, that even after a brief visit to such a school, we 

leave with the sense that we “know” all there to it (Sarangapani, 2003). In an at-

tempt to break it and capture the true essence of education in villages, the study 

tries to explore the motivations and opinions of the people involved at the 

ground level through qualitative ethnographic research. 
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6.1 An ethnographic approach 

Ethnography is a systematic approach to learn about the social and cul-

tural life of settings such as communities, institutions and build on the perspec-

tives of people (LeCompte & Schensul, 2010). Commonly used in anthropology 

and sociology research, ethnography has also been used in educational con-

texts. ethnography in education as “research on and in educational institutions 

based on participant observation and/or permanent recordings of everyday life 

in naturally occurring settings” (Delamont and Atkinson, 1995, p. 15). 

Ethnography captures the field holistically as it is carried out in natural 

settings, consists of face to face interaction and presents a precise reflection of 

perspectives and behaviours of the participants (LeCompte & Schensul, 2010). 

Moreover, the primary tool of data collection in ethnography is the researcher 

(LeCompte & Schensul, 2010) and the field is decoded as the actions happen with-

out any predefined structure.  

The current study is specific to one region and rural setting and focuses 

on the beliefs, perspectives, thoughts of the teachers which is heavily influenced 

and dependent on the culture and society. Hence, ethnography was the best suit-

able approach to implement the study. 

6.2 Data Generation 

The data generation process started with the conversation about the objectives of 

my research with my aunt who is also a government primary school teacher. The 

conversation led to scheduling and arranging for school visits, and she intro-

duced me to other teachers. The data was generated through observations, inter-

views and questionnaires which is typical in ethnographic research in schools 

and in-service teacher training program. I spent a period of two months in the 

field, with the first month mainly comprising observations in the schools and 

classrooms. The second month comprised of activities like attending in-service 

teacher training sessions, organising teacher and teacher educator interviews, de-

signing and distributing questionnaires and observing classrooms after the train-

ing.  
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6.2.1 Observations 

Observations provides an opportunity for the researcher “to gather live 

data from naturally occurring social situations” (Cohen, Manion & Morrison, 

2013, p. 456). Observation was carried out in schools and in-service teacher train-

ing program. I started with the observations in two panchayat union primary 

schools in the Sattur block of Virudhunagar district of Tamil Nadu. I observed 

the classrooms for over a period of two months with a minimum of 4 days per 

week. My observations happened in the first half of the day from 9AM to 12.30 

AM and then I spent the rest of the time till 3.30 PM processing the field notes 

and writing detailed reflection. In the initial days, I noted basic functioning of the 

schools such as schedule, children’s and teacher background, daily life of the par-

ticipants, infrastructure facilities, village community which aided me to gain fa-

miliarity, connect and build a rapport with the teachers, children and village 

community.   

After a period of 2 weeks, I started detailed observations on school 

structures, teacher practices, teacher attitudes, pedagogical knowledge, school 

management committees, power hierarchy, caste hierarchy and social issues re-

lated to education. The first month of school observations gave me a deeper un-

derstanding of the functioning of an education system in rural village schools 

from a ground level. The consistent interaction helped me to gain the trust of the 

teachers at the end of the month. 

In the second month I attended and observed a two-day teacher training 

program conducted for the primary education teachers by the BRTEs of the Sat-

tur block as a new pedagogy or SABL was introduced for the academic year. The 

training sessions happens in three batches for 283 teachers. I attended the first 

batch of the training for 114 teachers by 9 teacher educators. The teachers in the 

schools I observed introduced me to the teacher educators. In the training ses-

sions, I observed the model of teacher professional development, the importance 

given to the changes in the pedagogy and the practices followed by the teacher 

educators. After the training, I continued observing the classrooms focusing on 

the effects of the training and implementation of the changes in pedagogy ac-

cording to the new pedagogy or SABL. Throughout the observations, I had a 72 
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sheet A5 size journal with me to take notes. At the end of the field work, I had 50 

sheets of notes that includes observations from classrooms and trainings, reflec-

tions, thoughts and unrecorded interviews with the teachers. 

6.2.2 Interviews 

Interviews enable both the researcher and the participants to discuss 

their view points towards the world and express their standpoint with certain 

situations (Cohen, Manion & Morrison, 2013). My interviews were informal and 

conversational with open ended questions. I interviewed the teachers after they 

attended the teacher training, during the second month of observations and the 

teacher educators during the in-service teacher training program. The social cul-

tural aspect of hierarchy and protocols had to be kept in mind in both the con-

texts. When interviewing the teacher educators, I had to talk to supervisor first 

and then proceed to talk or interview with the other teacher educators. Among 

the teachers, I had to explain the purpose to the headmaster first and then talk 

with the other teachers.  

The recorded audio interview of the teacher educators is for 51.55 

minutes. The recorded video interview of the teachers is for 45 minutes. Even 

though I spent a huge amount of time in observations, I was able to record the 

interviews of only two teachers and two teacher educators. The reason behind 

the smaller number of recorded interviews is that the other teachers were not 

comfortable with their voice and information being recorded. The voice and 

video recorder were very intimidating for the participants. Hence, I had unre-

corded interviews with other teachers during the school observations and teacher 

educators during teacher training sessions. I noted their responses for the ques-

tions along with my observation field notes. 

6.2.1 Questionnaires 

Initially, I had planned only interviews and observations to collect more 

open data, but a teacher educator suggested to form a questionnaire to under-

stand the view point of many teachers. I got a 30-minute time slot in between 

the teacher training sessions to give the questionnaires to a group of 25 teachers. 
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I designed a three-page questionnaire for teachers with open ended questions 

about their opinions on ABL, SABL, changes in the pedagogy, integration of 

digital technology, in-service teacher training and the status of government 

schools (See Appendix 2).  

The teachers volunteered to answer the questionnaires and I managed to 

generate data from 18 teachers. With teacher educators, I had the task of per-

sonally asking each one if they would volunteer to complete the questionnaire. 

In the teacher educator questionnaire, the sections about ABL, SABL, changes in 

the pedagogy and the status of government schools remained and the questions 

on in-service teacher training changed focusing on their role and contribution 

(see Appendix 3). I managed to collect four responses from the teacher educa-

tors. 

The extensive visit, observations and interviews in the schools over a 

period of two months provided me in depth details on the functioning of the 

schools and teachers’ perspectives on the research areas. The first month of class-

room observations helped me to establish a healthy bond with the teachers. This 

made them comfortable to discuss and share their thoughts with me. The teach-

ers’ positive opinion towards me as a researcher improved my ease to blend in 

the community and observe minute details of everyday interactions.  

The trust of the teachers led me to the opportunity of attending in-ser-

vice teacher training program. The teachers voluntarily introduced me to the su-

pervisors and teacher educators which helped me to establish immediate rela-

tionship with the teacher educators and converse freely during the teacher train-

ing sessions. I believe that this kind of exhaustive data resulted from the combi-

nation of observations, interviews and questionnaires over the period of two 

months by establishing strong ties, adds more meaning to the research in com-

parison to the data from short visits to many schools.  

6.3 Qualitative Content Analysis 

Qualitative content analysis is used as it is highly systematic, flexible, interpretive 

and helpful in analysing perceptions (Given, 2008; Schreier, 2014).  It requires the 



38 
 

researcher to examine every single part of the data that is in any way relevant to 

the research question through an iterative process (Schreier, 2014). It is “an intel-

lectual process of categorizing qualitative textual data into clusters of similar en-

tities, or conceptual categories, to identify consistent patterns and relationships 

between variables or themes” (Given, 2008, p. 121). With different types of data 

– interviews, questionnaires, observation field notes, the analysis was efficient in 

collation and interpretation of the content. 

6.3.1 Transcription and Translation 

As the first step of the content analysis, the observation notes from the 

journal were copied into a word document. The recorded interviews were tran-

scribed and translated into textual data in an excel document. The data from the 

questionnaires was manually entered in an excel sheet. The observation notes 

and reflections had chunks of data and it was easier to compile it on a word 

document. On the other hand, with interviews and questionnaires the demarca-

tion between questions and answers, and to compile answers of specific ques-

tions at one place, an excel sheet was more suitable. 

Tamil was the major language used in the interactions, interviews and 

questionnaires since the teachers were more comfortable with it. The observa-

tion field notes were directly written in English in the journal. The question-

naires were formed in English first, and then after discussion with my supervi-

sor, I translated them to Tamil and distributed it to the participants. The re-

sponses of the questionnaires and the interviews were directly transcribed to 

English.  Since I have a native level proficiency in both languages, it was a time 

efficient process to translate directly and the participant answers also had tech-

nical terms in English. However, when there was a need for clarification, I al-

ways referred back to the raw data. 

6.3.2 Coding and Analysis 

After transcribing the data sets, coding and analysis was done according to the 

qualitative content analysis guide by Erlingsson & Brysiewcz (2017). Initially 

since the questionnaires and interviews have clear demarcation (see appendix 2 
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and 3) of broader focus areas based on the research questions, the answers were 

grouped under ABL, SABL, digital technology and in-service teacher education. 

After which, relevant observation data was also noted under the focus areas. The 

grouping was carried out on an excel sheet and the observation data from the 

word document was also entered to ease the process of coding and analysis.  

Once the texts were grouped then they were divided into meaning units 

and then it was condensed while still preserving the core meaning. From these 

condensed meaning units, codes or labels were given. These codes were 

grouped to from categories to express the manifest content and then developed 

into themes to expose the latent content of the data. A clear example of the pro-

cess can be seen below.  

 Meaning units 
Condensed mean-
ing units Codes Categories Theme 

ABL 

ABL they don't have 
the skill to memorize,  

No memorization 
skills 

Lack of mem-
orizing 

Disad-
vantages of 

ABL 

The mis-
match of 
ideology 
and imple-
mentation  

Time got wasted in 
taking cards and pre-
paring records. 

Time wasted using 
materials Time wastage 

Most of the teachers 
did not have a satis-
faction in the teaching 
in ABL 

No teaching satis-
faction 

Lack of teach-
ing satisfaction 

I did not have a satis-
faction to teach. 

No teaching satis-
faction 

Lack of teach-
ing satisfaction 

When we were taking 
the cards of ABL and 
going individually we 
were not able to focus 
on the other students. 

No focus on all 
children 

Lack of focus 
on all children 

it was not possible for 
a teacher to cover all 
children, 

Not able to cover 
all children 

Lack of focus 
on all children 

Figure 3: Example of Qualitative Content Analysis of the study. 
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6.3.3 Reliability and Validity 

Reliability denoted the extent to which other researchers carrying out similar ob-

servations in the field and conducting analysis based on the field notes tran-

scribed from the original data would lead to similar results (Franklin, Cody & 

Ballan, 2010). As it is evident from section 6.3.2, I have been very detailed in the 

process of coding and always stayed close to the verbatim accounts and answers 

of the participants. Even though in the process of coding and analysis, data was 

condensed, I consistently used quotes from the participants to support the infer-

ential statements in the findings which increases the reliability of the research. 

In qualitative research, validity addresses “whether the researcher sees 

what he or she thinks he or she sees” (Kirk & Miller, 1986 in Franklin, Cody & 

Ballan, 2010, p. 363). In simpler terms, validity refers to the preciseness of the 

findings. To increase the validity of this study, prolonged engagement and data 

triangulation methods were used. As it was an ethnographic approach, I spent 2 

months in the field with 4 days per week in the school. This gave me the time to 

reflect on my changing perceptions over the period of time and avoid re-

searcher’s bias by testing it over the period. I also collected data through inter-

views, questionnaires and observations which support each other and 

strengthen the validity of the research. However, it is impossible to be totally 

neutral in the analysis even though I followed standard procedures to enhance 

validity.  

It is essential to position myself in the context of this study and explain the 

reason for interest in the focus areas of the research. I completed my schooling 

in a small town named Kovilpatti in Tamil Nadu, India and continued my 

higher education in English literature. My passion for education started with 

Teach for India fellowship in Hyderabad where I worked as an English and So-

cial teacher for 25 students in a low-income private school. This experience ex-

posed me to the challenges teachers and students face on a daily basis. My atti-

tude that the cities are better in terms of education and job opportunities shack-

led which shifted my interest towards education in towns and villages. While 

there are various organisations in the cities to support the existing education 



41 
 

system through teacher professional development, I started wondering if the 

private schools in a city face such situations, what is the state of the government 

schools in rural areas. This curiosity deepened when I read about ground break-

ing policy changes from the state and national front with less effect at the 

ground level. I was intrigued to understand the perspectives of stakeholders 

who implement state level change, which led to the focus of this study. 

6.4 Research Ethics 

As a part of ethical consideration, informed consent was sought from the partic-

ipants for both interviews and questionnaires using the university consent form 

template (see appendix 1) which is in line with the GDPR regulations. The par-

ticipants were informed about the purpose and focus of the study. It was clearly 

communicated that the participation in the research is voluntary and they can 

refuse to answer and withdraw at any time.  

Confidentiality and anonymity have been maintained throughout the 

study in using designation and not revealing the name of the participants and 

assuring that the responses cannot be connected to the individuals. The inter-

viewees have been named Teacher 1, Teacher 2, Teacher Educator 1 and 

Teacher Educator 2. For the questionnaire data, the teachers and the teacher ed-

ucators have been numbered.  

Since students were also present during my classroom observations, the 

parent community was informed about my presence as a researcher in the 

school premises. However, permits from the parents and children were not col-

lected since it was negotiated with the management and it is not needed in the 

context of India since all the data collected were only focused on the teachers. 

No data was collected on children’s activities or behaviours in the classroom.  
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7 FINDINGS 

With each data set generating variety of opinions, ideas and perspectives 

on pedagogy, digital technology and in-service teacher education, the qualita-

tive content analysis aided in coding and categorizing the data into specific 

themes. The findings from the analysis have been organised in a way that it an-

swers the research questions of this study.  

7.1 The need for SABL 

From the answers of the questionnaires, 80% of the teachers expressed a collec-

tive opinion that ABL encouraged individuality and aided in the development 

of the children.  100% of the teachers felt that ABL was very suitable for a class-

room of 15 or less and it was contextual for village children as well. While the 

teachers accepted the constructivist ideology and child centered pedagogy of 

ABL, the practical implementation had its own challenges. In the interviews, 

one of the teachers noted that, 

When ABL was implemented it took us about 6 months to just bring it to action. It was 

confusing at first. To take cards, know about the levels, talk about logos, since there were 

more children and one teacher managing three grades, it was very confusing. (Teacher 1, 

Interview) 

The teachers understood the benefits of ABL, but aspects like multi grade teach-

ing, manual maintenance of attendance, enrolment details, scores from assess-

ments and material usage created hindrances in the daily teaching practices. 

This mismatch of belief in ideology and practice combined with pedagogical 

difficulties led to negative implications of ABL. The teachers didn’t have a satis-

faction in the teaching as they believed usage of cards led to a waste of time in 

the class hours primarily because there was shortage of cards for the students. 

This problem was also emphasised by the teacher educator who said in his in-

terview, 
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In ABL, there are groups and each group have 6 people. 2 to 3 children are given only one 

card which makes it difficult to learn. (Teacher Educator 2, Interview) 

As ABL focuses more on critical thinking and higher order skills, teachers 

also complained that there were no memorization skills developed in the stu-

dents.  In the questionnaires, teachers expressed that they were not able to at-

tend to all children since individual attention was given to each child which be-

came difficult in larger classrooms. The teacher educators in their question-

naires also noted that the slow learners in the classroom remained stagnant 

over a period of time.  

7.1.1 Parental involvement 

Apart from the challenges faced by the teachers on a daily basis, the failure to 

create awareness towards an active learning model among parents created a 

mistrust towards the government education system.  From my observations, I 

noted that most of the children in the rural primary schools are first generation 

learners in their family. From the conversations with the teachers, they told that 

the parents of the children are mostly farmers and daily wage workers living in 

a tightly knit community. In interviews, one of the teachers expressed that the 

parent community is acquainted with the traditional model of teaching where 

there is loud teacher voice and repetition in the classrooms along with loads of 

homework.  

They thought we were passing time and not teaching properly. Since we didn’t give 

homework, they thought we didn’t do anything in school. This opinion spread fast 

(Teacher 2, Interview). 

When parents noticed teachers sitting next to children and interacting using 

cards and activities, with no textbooks, with no homework given every day and 

no exams conducted, the parents got into the assumption that the teachers are 

not doing their work.  

Along with the shortcomings of ABL model, there were many changes in-

troduced in a short period of time that created confusion among teachers. From 
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the literature review, it is noted that the Tamil Nadu government introduced 

textbooks and then Continuous Comprehensive Evaluation (CCE) pattern to ex-

periment with the ABL model. As mentioned in the in-service teacher training 

session, the feedback from the teachers and impact analysis of ABL gave birth 

to the updated SABL with few major changes. 

7.2 ABL and SABL: A pedagogical comparison 

Both ABL and SABL adhere to the theory of constructivism and follows a child 

centered pedagogical approach. While the ideology of the pedagogy remains 

the same, few changes in the practical implementation part has been introduced 

with SABL or commonly known as new pedagogy. Through the observation 

data, it is noted that ABL uses levelled illustrated cards with logos suggesting 

activities and minimal usage of textbooks and SABL has introduced grade wise 

and full-fledged use of textbooks. The textbooks are integrated with the same 

logos in the cards and with QR codes. The QR codes leads to videos and re-

sources for teachers to engage the children. As a teacher educator mentions in 

the questionnaire 

New pedagogy is the better one. In ABL, the teachers had to use book and card at the 
same time. It is only book with new pedagogy and there is QR code for lesson content 
doubts (Teacher Educator 1, Questionnaire) 

From the observations in in-service teacher training program, it is evident that 

digital technology plays a major role in SABL as a teaching learning resource. 

SABL also has workbooks for children’s practice and teacher manual for guid-

ance in lesson planning and teaching.  

Secondly, the physical and emotional environment in the classrooms is 

taken into consideration. The interviews of teacher educators and teachers, and 

the report of Niesz, Krishnamurthy & Mahalingam (2011) mentioned in section 

3.1 reveal that ABL encouraged an egalitarian classroom space with teachers 

seated with the children, blackboards on the classroom walls at children’s level 

and free movement of children to the materials and activities in the classroom. 

The observations of the in-service teacher training shows that even though the 
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physical environment remains the same, it did not give any specific instructions 

on classroom space and teachers’ and students’ position and movement.  

From the questionnaires and interviews with the teachers along with the 

report of Niesz, Krishnamurthy & Mahalingam (2011) mentioned in section 3.1, 

it is clear that in ABL students were grouped according to their competence and 

they were seated in their level mats irrespective of the age group. Moreover, in 

ABL the students progressed in the levels or card ladders in their own individ-

ual pace. Teachers assessed students individually and promoted them to the 

next level. The observations from the in-service teacher training reveals that 

SABL groups students according to the age and there is grade wise seating de-

pending on the age. In SABL, learning is not self-paced, but it is in relation to 

the group or the grade the child is enrolled.  

The final aspect of comparison is the school schedule and subject time al-

location. From the report of Niesz, Krishnamurthy & Mahalingam (2011) men-

tioned in section 3.1, it is clear that ABL had a flexible time table with the units 

for half days. For example, the children will learn one subject from morning till 

lunch time at their own pace (Anandalakshmy, 2007). The content shared in the 

in-service teacher training shows that SABL has a very rigid timetable with mi-

nute details on the teaching learning process. Each day is divided into 3 slots 

with 1.5 hours per slot and the last 30 minutes of each slot is dedicated to group 

activities. The interaction in the first hour is also categorised as seen below. 
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Figure 4: Classroom Interaction Process (In-service teacher training mate-

rial) 

In contrast to the in-service training of ABL model where teachers were 

the agents of change (Niesz & Ryan, 2018), the observation data notes that the 

in-service training of SABL perceives teachers to be the implementers of other 

projects.  

Training is very monotonous, and lecture based. Teacher educator is telling teachers what 
to do in the classrooms by showing slides. Some teachers are taking notes and others are 
distracted when the teacher educator is speaking (Extract from Observation journal) 

When the teachers are not involved in the planning process or the changes 

introduced in terms of integrating technology and textbooks, the quality and 

impact of the in-service training programs in educating the teachers is ques-

tioned. 

7.3 How do the teachers perceive SABL? 

Both the questionnaires and interview data show that all the teachers expressed 

a strong liking towards the SABL method. The main reason identified from the 

questionnaires are the teaching learning materials, the provision of textbooks, 
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workbooks and teacher manual which has been embraced along with the ap-

preciation towards using vivid and colourful pictures in the textbooks and tech-

nology integration.  

The teacher takes the manual home to prepare for classes next day. She also uses it to 
check answers for practice questions in the book. For a chapter on animals, the teacher 
asks the children to look at pictures and even draw and name the animals (Extract from 
observation journal) 

Teacher manual helps teachers to lesson plan. Students to get all the resources. There are 
exercise which kindle student's thinking (Teacher 13, Questionnaire) 

The teachers in the interviews expressed a belief that quality of the pedagogy 

has increased with the changes as the textbooks have been created with content 

and visuals which are at par with the Central Board of Secondary Examination 

(CBSE).  In the interviews, the teachers affirm that the pedagogical change 

equips the students of Tamil Nadu to compete in national level examinations 

for higher education. 

The teaching learning materials serve as enablers for improved learning in 

children as the textbooks with integrated technology attract children to focus 

more on studying.  

I like new pedagogy- Since the learning is supported by pictures and audio it is better 
and students learn with interest (Teacher 10, Questionnaire). 

The textbooks and pedagogy are designed to enhance children's growth 

holistically and also in connection with reality. On the cognitive skills, teachers 

through the questionnaires affirm that SABL encourages knowledge growth, 

learning outcomes and especially memorization skills which was neglected in 

ABL. The teachers find it easy to plan, prepare and execute lessons with SABL 

methodology. It also guides the teachers in planning and creating assessments. 

The teachers conveyed in both the interviews and questionnaires that rigid 

schedule and timeline to be more convenient and gives them more control in 

the classroom environment especially when dealing with multi grade class-

rooms.  
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I like new pedagogy- since ABL was giving attention to each child individually it was 
difficult for us especially in two teacher schools, now this pedagogy addresses everyone 
and time saving (Teacher 11, Questionnaire). 

With respect to the physical and emotional environment, in interviews 

and questionnaires the teachers expressed an interest in making changes in 

seating arrangements of the students, but the teachers continue to sit along with 

the students during interaction. In observations of the classroom space in the 

second month, it is evident that the teachers encourage the children to use the 

classroom space by using the blackboards.  

The teacher finished teaching math tables. One of the students understood and learnt it 
quickly. The teacher asked the child to use the chalkboard space in the classroom and 
write down the tables from memory (Extract from the observation journal) 

While the teachers receive SABL with open hands, there is a need to criti-

cally look at the changes especially when it trickles down to practical imple-

mentation. 

7.4 How does the changes in SABL compared to ABL affect 

the role of the teacher? 

In analysing the role of a teacher in a pedagogical reform, it is necessary to un-

derstand their background, qualification and everyday life. The first month ob-

servation data captured the life a teacher in a rural primary school. A typical 

day of a teacher in a rural panchayat union primary school in Tamil Nadu starts 

with a commute for 45 minutes-1 hour every day to reach the school as they are 

located in the interior villages and most teachers come from nearby towns. The 

teachers working in a primary government school have completed a two-year 

teacher training course, which is a basic qualification to become a primary 

school teacher. The teacher has to pursue B.Ed during the teaching career to get 

increment and also get higher degrees (M.A, M.Ed) to teach higher grades. 

Tamil is the main language used by the teachers both in the classrooms and in 

their households. The teachers use Tamil to explain and teach English subject in 

the classroom.  
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In Tamil Nadu, as one of the teacher educators in the interview notes 

teaching has become a lucrative and convenient profession. Becoming a teacher 

is the last resort to youngsters who are educated and unemployed. This leads to 

the society’s negative opinion towards teachers in general. In addition to that, 

teaching is perceived to be safe profession for women which is evident in the 

state of Tamil Nadu where in primary schools, there are 283 female teachers per 

100 male teachers (Government of India, 2012). With such disparity in the quali-

ties of a teacher and the reasons for people choosing to be a teacher results in 

questioning the role of a teacher in the school and community. 

With ABL, the teachers were required to shift from conventional lectures, 

memorization, rote learning, repetition exercises to group work, project-based 

learning, inquiry approach, collaborative tasks and discovery methods. This big 

shift in teaching strategies required teachers to plan, analyse and create a suita-

ble learning environment. Since the core idea of ABL still persists with SABL, 

the role of the teacher remains similar with the need to acquire new teaching 

skills and to learn to use the teaching learning materials. 

The child centered pedagogy requires a non-hierarchical environment 

where the teacher is not the sole knowledge provider but just a facilitator of 

learning. Being a facilitator of learning denotes a balance of teacher control and 

children’s autonomy. Both ABL and SABL demand teachers to be facilitators. It 

was given that this aspect of the child centered pedagogy would not change 

with SABL. On the contrary, the teacher educators in their questionnaires re-

vealed that teachers were providers even in ABL and there needs to be more 

practice for the teachers to completely be a facilitator of learning. 

Adhering to the thoughts of Mahatma Gandhi (Kumar, 1993) who be-

lieved that textbooks are restrictive to both children’s freedom and teacher’s au-

tonomy, the full-fledged use of textbooks and digital technology through 

smartphone leads to the hoarding of knowledge and information in the hands 

of the teacher. This induces a risk of falling back to traditional teacher centered 

and lecture-based method with teacher having more control over the content 

learnt in the classroom. 
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The ABL had levelled cards that required student movement in the class-

rooms and encourages student independence. It was practically impossible for 

the teacher to exercise tight control since it was individualised learning process. 

Currently, with textbooks, even though it is divided into activities (teacher led, 

peer learning and individual), the power to translate those activities into action 

lies with the teacher. Especially when the teachers express a strong liking to-

wards the rigid timetable and schedule as it gives them more control as men-

tioned in section 7.3, student independence is questionable. In addition to that, 

the textbooks and use of smartphones also restrict student movement in the 

classroom. 

The time table and classroom transaction procedures restrict the creative 

freedom of a teacher to experiment with their own activities in the classroom. 

The irregularity in the distribution of teaching learning materials heightens the 

conflict in being a child centered teacher in the SABL pedagogy. With one 

month into the academic year, the teachers have received teacher manuals for 

only grades 1,2 and 3, and the students haven’t got their practice workbooks. 

With the three-term framework, the delay in issuing materials have left both the 

teachers and students handicapped.  

On the other hand, the focus on learning outcomes at a state level and by 

the teacher educators gives teacher autonomy to design their pedagogical meth-

ods. The expectations are set with SABL that the teacher should use 

smartphones when needed and make the classes more engaging using the 

teaching learning materials. However, the defined learning outcomes is crucial 

in any pedagogy method. So, in the interviews, the teacher educator mentioned 

that when he assesses the children for outcomes and is successful, even if the 

teacher used his or her own method including some elements of the defined 

pedagogy, it is acceptable.  
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7.5 What are the teacher beliefs on digital technology-based 

instruction? 

With the advancement in the field of digital technology and smartphones, there 

is a need to blend digital technologies in the teaching learning process. While at 

the state level and national level, development strategies and policies have been 

made to make school education more digital, it is essential to understand the 

beliefs of the stakeholders at the ground level, especially teachers who are sup-

posed to be using it every day, for the successful interventions and learning 

through digital technology. 

...technology is needed because as time changes, teaching should change accordingly, and 

it is welcomed. It is definitely necessary...the future generation to learn in the same old 

method is a waste...The new pedagogy and QR code might change with time as well... 

(Teacher educator 2, Interview) 

The growing use of smartphones and the availability of internet for cheap 

prices in India, teachers and the teacher educators understand the influence the 

gadgets have in the daily life. While there is a strong understanding, the inclu-

sion of digital technology-based instruction in the classrooms especially at a pri-

mary level exposes the core beliefs of the teachers in learning to use applica-

tions and smartphones to teach.  

At a primary level, teachers believe that using digital technology is restric-

tive in pedagogy and children learn better with teachers. 

Children learn better when teachers sing songs, gives expressions and entertains them, 

the satisfaction I get from doing that, I don’t get it in showing videos. (Teacher 1, Inter-

view) 

The teacher–student interaction and relationship become more valuable 

and stronger with teachers engaging the children by dancing, singing, asking 

questions and playing with them. Most of the teachers during the conversations 

and interviews, perceived technology as a distraction for the children. One of 

the teachers in the interviews mention that when she shows videos and start to 
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teach using smartphones, the children think of them as fun and entertainment 

rather than a learning tool.  

Technology based instruction is difficult to learn and integrate in everyday 

lessons. Among the teachers who attended the training, most of them are above 

50 years of age. From my observations and interviews with teacher educators, it 

is revealed that the age of the teachers is considered as an obstacle in learning to 

use smart phones and mobile applications. As one of the teacher educators 

point out, the teachers prefer chalk and talk method over using smartphones in 

the classroom as they are not comfortable using it.   

The teacher educator is telling about smartphone basics. He presents step by step instruc-
tion on finding RAM memory, Android version and then talks about play store and app 
download. Teachers around me didn’t understand the technical terms and are struggling 
to find play store. Some teachers ask my help, some teachers gave up on the process (Ex-
tract from observation journal) 

With smartphones, the instructions and technical words are in English 

which makes it demanding for teachers to endeavour the language skills and 

also technical skills. As one of the teacher educators note in the questionnaire 

data, there is always a tendency to follow the method that one learnt from than 

using innovating pedagogies suitable to the current generation. It can be de-

fined as a generation gap or a rigid mindset towards change. With age, the will-

ingness to change and learn reduces and one always tend to fall back to com-

fortable ways unless they are motivated to do otherwise. 

From the interviews and questionnaires, teachers believe that digital tech-

nology is an additional resource to use during free time, and it doesn’t integrate 

with the lessons. The teachers wanted to use the application as a supplement for 

their regular teaching sessions to show videos and give more information. 

There is a fear that learning might not happen if applications are used exten-

sively in the classrooms during the lessons. 

If I show the videos through smartphones first, the children don't listen, and they use it 

as a play toy. They don't concentrate. They don't accept it as a learning tool. They get dis-

tracted because of the phone usage. (Teacher 2, Interview) 
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Moreover, with multi grade teaching, which is the case in most of the 

schools, teachers expressed in the conversations that they find the students 

quickly diverted with one group watching videos and others listening to the 

teacher. There is struggle in students working independently or pair work with 

smartphones.  

Teachers consider technology-based instruction as a time-consuming way 

of teaching that leads to dissatisfaction. From figuring out how to scan QR 

codes in the textbooks and playing videos to engaging multi grades at the same 

time, teachers find smartphones an unnecessary addition to the teaching 

method.  

I was telling a teacher how to download and search for resources using the application in 
smart phone. After multiple tries, the teacher told, this is not working, too much time, I 
am not going to use it (Extract from observation journal) 

With lack of resources, the teachers in questionnaires identified student 

enrolment as another hindrance in pedagogies that integrates technology. One 

of the teachers in the questionnaire mentions that if the class size is bigger, 

classroom behaviour management in using smartphones while engaging the 

other grade students becomes tiresome and time-consuming.  

Digitalisation is going to become an inevitable part of a teacher’s life with 

the schemes like biometric attendance entry to track teacher absence in all Tamil 

Nadu schools in the near future. However, the lack of resources in the schools is 

viewed as a hindrance for technology aided instruction. With network and in-

ternet limitations in rural areas, it becomes an additional task for the teachers to 

secure seamless internet connection and gadgets for children to use. At present, 

facilities like computers, projectors and tablets have been provided only in few 

schools in the districts based on the number of the students and the type of 

school. Most of the panchayat union schools are not technologically equipped 

which doubles the workload of teacher in implementing technology-based in-

struction. The lack of resources leads to implementation difficulties during 

multi grade teaching. However, if the resources were provided, the interest of 

the teachers to use it regularly is also questioned. 
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 Some computers in the school are gaining dust, they are there for a showpiece and teach-

ers don’t use them (Teacher Educator 1, Interview). 

7.6 What are the teacher views on the professional develop-

ment program? 

In the interviews with the teacher educators, they express that the process of 

pedagogical change is a step by step inclusion of change, starting from a pilot 

training and practice in two schools per district for six months and then a state 

wide training and implementation. While the pilot phase involves a more 

closed circle of representatives from all the stakeholders, the scaling up process 

follows a cascade model (refer to section 3.1). The model views professional de-

velopment as a compliance rather than learning. Teachers are perceived to be 

implementers of the pedagogical projects rather than the agents of change. In 

the words of a teacher educator, 

The teachers adapt to each method. Some might like the new method and some old, but 

whatever it is, they have to follow what the government says. (Teacher educator 2, Inter-

view) 

Even though the shortcomings of ABL and the feedback from teachers 

were taken into consideration, as the teacher educators mention in their inter-

views the curating process did not involve any teachers like it did in ABL. Ac-

cording to my observations, the training program was lecture based and did not 

engage teachers in discussion or addressing their teaching needs. It was a space 

to receive information and follow it rather than collaborating in applying the 

new pedagogical approach. Through my observations, it is ironical to note that 

the in-service teacher training was very behaviourist in nature when the teach-

ers were expected to implement constructivist pedagogy. 

The two-day training started with motivation video from Director of education, then the 
teacher educator explained about changes and need of SABL. After which, there were 
only lecture sessions on smartphone usage, textbook usage and pedagogy (Extract from 
observation journal) 
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Through my observations, it is revealed that the teachers find a personal 

disconnect with the teacher educators and themselves. Teacher educators were 

considered the experts and knowledge givers while teachers were just receivers 

and executers. This knowledge hierarchy caused a discomfort and lack of trust 

between both the stakeholders which was visible in the trainings. There was a 

blame game where teacher educators believed that the teachers never listen to 

their instructions. The teachers in turn blamed the teacher educators for not un-

derstanding the reality as they never experienced teaching in the classrooms. 

This tension prevented the in-service teacher training space to be a collaborative 

place for change. 

On a positive note, the in-service teacher training has helped the teachers 

in a smooth transition from ABL to SABL form of pedagogy. The questionnaire 

data from the teachers revealed that the two-day training has served as a begin-

ning step for many teachers in learning about the world of technology. Most of 

the teachers were keen in implementing the digital technology and teaching 

learning materials in the classrooms after the training.   

In the classroom environment, I will scan the QR code in the textbooks to show pictures 
and videos and explain the students (Teacher 3, Questionnaire) 

One of the teachers in the interviews mentioned that the training helped 

the teachers with previous knowledge in using technology more since it was 

fast paced. The conversations with teachers showed that the training initiated 

few basic changes like timetable, chart presentations, seating arrangements in 

the classrooms aligning to the new pedagogy. The teachers mention that it ena-

bled them to diversify their teaching approaches and gave exposure to ways to 

enhance student skills. Aligning to the answers of the teachers, the second 

month of observations noted that the teachers started using textbooks and man-

uals, made seating changes for students to sit according to their grade but tech-

nology integration was still absent in the classrooms. 

In the questionnaires, the teachers suggested that the training should focus 

more on application of the learning through demonstrations and practice rather 

than presentations and lectures. The teachers also mentioned in the interviews 
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that they required more training in enhancing subject wise teaching skills and 

also ways to encourage students to express. According to the observation data, 

the demo lessons on the day 2 of the training elaborated on the step by step 

method of teaching specific subjects. Each subject textbook and the logos pre-

sent were explained in detail. While the first day of training elaborated on tech-

nology usage, it was contradictory to note through observations that the teacher 

educators did not demonstrate teaching using smartphones in their demo clas-

ses. 

The English subject training for grade 1 mentioned a song in the beginning of the lesson 
named “Good morning to you.” The teacher educator asked the teachers to sing the song. 
The teacher educator didn’t mention that the video version is available on the DIKSHA 
app, and the teachers can show it to the children using smartphones (Extract from obser-
vation journal). 

The observation data noted that most of the teachers have a background in 

Tamil medium education and teach in Tamil medium schools. With the grow-

ing demand for English among the parent community, the teachers mentioned 

in their questionnaires that they wanted training to include sessions on their 

personal language development and methods to improve student's English lan-

guage skills. 

The questionnaire data also showed that the teachers want the trainings to 

be sustained and consistently worked on through the course of the year. While 

the pedagogical change was implemented state wide in the month of June, the 

teachers received their training only in July, which is almost the end of the first 

term. This delay in training caused confusion in the using of teaching learning 

materials and the method of teaching in the first month. On the other hand, this 

delay is also looked as a positive aspect in the trainings, as one of the teacher 

educator notes in the interview, 

We have given the training in July, so when they teach in June without any training, they 

have faced difficulties, so they listen to us with interest. (Teacher educator 1, Interview)  

Apart from that, the observation data notes that the training was con-

ducted for a period of two days from 9AM to 4PM. While being very interested 
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in integration of QR code in the textbooks, the teachers were struggling to 

download the scanner and DIKSHA applications. The conversations with the 

teachers indicated that they required more training time to know their basics. 

Apart from the technical skills, the teachers were satisfied with the training on 

using textbooks, workbooks and teacher manuals, and also with the schedule 

and time table.  

7.7 Summary of the Findings 

The findings from the interviews, questionnaires and the observation field 

notes collate the features of teachers’ perception of SABL, teachers’ role in 

SABL, teachers’ belief about the digital technology enhanced pedagogy and 

teachers’ view on the current training model. It also reviews the shift from ABL 

to SABL through a pedagogical comparison. The study therefore revolves 

around the teachers and their standpoints on the aspects of the pedagogical 

changes. 

Even though ABL was a breakthrough in the pedagogical approach in 

Tamil Nadu with the welcoming hands of the teachers, it had its own disad-

vantages. The practical difficulties and the problems with parental involvement 

resulted in the current SABL which still adheres to the constructivist ideology 

but has introduced some major changes with teaching learning materials and 

digital technology in the pedagogy. The teachers appreciated SABL pedagogy 

as they trust the quality and standard of the textbooks. They find it easy to use 

the textbooks rather than activity cards. The handbook helps them to create les-

son plans and also design assessments. The strict timetable and classroom trans-

action give more control to the teachers in the classroom which doesn’t match 

the child centered ideology and makes them aware of the activities and perfor-

mance of each child. They are also eager to learn about the digital technology 

and using the applications in the classroom. 

The first section focuses on the research question “How does the changes 

in SABL compared to ABL affect the role of the teacher?” From the data, the 

features of the role of the teacher in the current SABL pedagogy was explored 



58 
 

with respect to society and pedagogical changes. The respect towards a teacher 

and the value of teaching as a profession has been diminishing in the eyes of the 

society especially in the education system of Tamil Nadu. This view affects the 

functioning and the role of a teacher in the school and the community. With the 

introduction of ABL, the teacher takes upon the role of a facilitator and guide in 

the learning and teaching process. The belief towards constructing knowledge 

which forms the base of such pedagogies is absent in the classrooms. There are 

more chances of teachers winding back to their traditional role of information 

givers with the full-fledged use of textbooks and digital technology. SABL in-

nately provides minimal opportunity for student movement which increases 

teacher control in the classroom.  

Furthermore, SABL restricts the teacher autonomy to experiment as it has 

predefined timetables and procedures. The lack of sufficient teaching learning 

materials renders itself to complications such as teacher being a facilitator and 

following a child centered approach. However, the priority given to the learn-

ing outcomes increases the flexibility of the teachers in exploring teaching tech-

niques. 

The second section focuses on the research question “What are the teacher 

beliefs on digital technology based instruction?” Teachers believe that digital 

technology has become an inevitable part of our daily life and it is necessary to 

include it in pedagogy. However, they believe that for a younger group of chil-

dren, especially from rural areas where there have not been exposed to digital 

technology, smartphones and video applications can become distractive and is 

considered often as a play tool. Learning to use digital applications is difficult 

for the teacher community who are in the age range of 40-58 years. With the 

struggle to learn, teachers use digital technology only as an additional tool. 

Even then, they find it time consuming and not suitable for big class sizes and 

multi grade teaching. For the teachers to understand and practice using 

smartphones and applications, they require adequate resources in the schools. 

The absence of internet and the gadgets because of the location of the school 

and other financial reasons, using digital technology becomes burdensome. 
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The final section concentrates on the research question “What are the 

teacher views on the professional development program?” The in-service 

teacher training program follows cascade model. The teachers view the training 

program as a place to receive information about the changes in pedagogy. 

There is an absence of discussion and collaboration. The teachers don’t find 

themselves connected with the teacher educators which makes it difficult for 

them to personally adhere to their instructions. However, the training aided the 

teachers in knowing about SABL and in kindling their curiosity about digital 

technology. They required more time since most of the teachers were novel to 

the use of smart phones. The teachers expected more of demo classes and prac-

tical representations of pedagogy along with their own personality develop-

ment in the training programs. They also needed a consistent training and feed-

back sessions throughout the year.  

8 DISCUSSION  

This section throws light on the three main discourses that emerged from 

the key findings in relation to the research questions, theories and concepts 

mentioned in the literature. The first discourse is about the mismatch between 

government’s pedagogical aspirations and teachers’ pedagogical perspectives. 

The second one focuses on the gap between the digital technology integration 

measures and the current reality in schools. The final discourse questions the ef-

ficiency of the teacher professional development model in implementing peda-

gogical changes. It concludes with the debate whether pedagogical changes and 

practices introduced under constructivism and child centeredness adhere to the 

ideology. 

Theoretically, the pedagogical reform in Tamil Nadu has been influenced 

by constructivist theory and child centered pedagogy. It is also based on the 

opinions of the philosophers and theorists like Piaget in Tzuo (2007), Montes-

sori (1984), Dewey (1988), Aurobindo in Smail (2014), Mahatma Gandhi in Ku-

mar (1993) who emphasis on the role of a teacher in child centered pedagogy as 
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mentioned in section 4.2.1. In their words, teachers are supposed to be observ-

ers, supporters, helpers, guides who imparts originality and show children how 

to acquire knowledge for themselves. The translation of such vision appears 

transformational in papers, but at a ground level the teacher’s perspective on 

his or her role from pedagogical standpoint is completely varied. 

The government aspires the teachers to implement the pedagogical 

changes effectively after a two-day teacher professional development program.   

On the contrary, the teachers express that they need extended time and support 

to understand their role as mentioned in section 7.1 and the adapting process 

highly depends on one’s own learning background and their readiness to 

change. While the teachers are expected to be a child centered teacher who en-

courage children autonomy, the findings reveal that teachers are satisfied when 

they have more control over the classroom with tight schedule and textbooks in 

SABL which is similar to the studies of Song (2015), Fung (2015) and Wang 

(2011) mentioned in the section 4.2.1.  

The teachers’ pedagogical perspective is also affected by the conflict in 

government’s pedagogical aspirations and reality. While the government as-

pires for a child centered pedagogy, there are constraints in implementation 

such as lack of resources, improper infrastructure, centralized curriculum, strict 

examination time tables, inconsistent distribution of materials and irregular 

teacher support as mentioned in the section 4.2.1 and pointed out by Sriprakash 

(2012), Smail (2014) and Kumar (2005), which handicaps the teachers to explore 

the child centered pedagogy and implement it full-fledged. This is also evident 

in the findings of the study mentioned in the section 7.4, that one month into 

the academic year, the teachers haven’t received the teacher manuals and the 

student workbooks.  

The Tamil Nadu government emphasises the use of digital technology 

with SABL pedagogy and hails it to be a solution for the problem teachers face 

with multi grade teaching and class sizes. On contrary, the findings mentioned 

in section 7.5, reveal that the teachers believe that digital technology is inevita-

ble in daily life but restrictive in pedagogy, distractive, difficult to learn and in-

tegrate, time consuming and acts only as an additional resource. The findings 
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partly reflect the relationship between teacher’s pedagogical beliefs and digital 

technology integration is bi directional as mentioned in Tondeur et al.’s (2017) 

meta-analysis in section 4.2.2. While the teachers are interested to use DIKSHA 

applications to learn for themselves and in the classrooms, they find it difficult 

to practically implement it.  

While the government has taken measures to integrate digital technology 

in pedagogy through two day training, the current reality is different as the 

teachers stress on the fact that they need more time and support to learn the use 

of smart phones and be comfortable in seamlessly integrating it in their teach-

ing methods as mentioned in the section 7.5. The Tamilnadu government has 

made a big financial investment by distributing tablets at the ratio of 1:5 to ten 

schools per district (Selvam, 2018). Even though a huge investment has been 

made, the resources needed to integrate digital technology has not reached all 

the schools at a state level as mentioned in section 7.5. As the government em-

phasises on the integration of digital technology in classrooms through invest-

ment and training, the effects of these digital interventions are unclear as noted 

by Shields (2011), Linden (2008) and Muralidharan (2013) in section 4.2.2. 

The government of Tamil Nadu aims to achieve an efficient implementa-

tion of pedagogical changes through a two-day teacher professional develop-

ment program on pedagogy and digital technology integration. The traditional 

cascade model is used for its ability to reach more people in a time efficient and 

cost-effective manner. On the contrary, the findings in section 7.6 reveal that the 

teachers were not satisfied with the program as it had less demonstrations and 

practice lessons and it failed to shift teacher views on pedagogy (section 7.4) 

and equip teachers with use of digital technology in classrooms (section 7.5).  

According to the literature review and findings, it is evident that a con-

structivist child centered pedagogy can be carried out only when the teacher 

has experienced and understood the benefits of such approach. The teacher pro-

fessional development program aims to train the teachers on the pedagogy fo-

cused on constructivism where the teacher was supposed to create an egalitar-

ian space for children to construct their knowledge. On the contrary, as men-
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tioned in the section 7.6, the sessions used behaviourist training methods-lec-

tures and notes in a space with high positional hierarchy with the absence of 

teacher agency and teacher voice. 

Teacher agency which stood as a pillar of strength during the dissemina-

tion of ABL withered due to the cascade model as noted in section 3.1 where 

even after ten years of implementation, only 6% of teachers had high buy-in. In 

SABL trainings, teachers were considered as implementers rather than the 

agents of change which resulted in a personal disconnect with the trainers and 

decreased belief in the ideology (section 7.6). The teachers’ voice was absent in 

the trainings which led to irrelevance and disinterest in the training when they 

don’t address or discuss the practical issues as mentioned in study on Turkish 

teachers (Ayvaz-Tuncel & Çobanglu, 2018) in section 4.2.3 supported by the 

findings in section 7.6. 

The discourses clearly state some major challenges in shifting the peda-

gogical culture from performance-based pedagogies to competence based peda-

gogies. As Knausz (in press) stresses, “some pedagogical innovations require a 

shift in pedagogical culture, that is, they cannot materialise without a turn or 

change in the entire culture (mentality). This means that even the smallest 

changes prove to be futile if intervention does not focus specifically on cultural 

structures”. This failure to address the culture and the challenges especially in 

developing countries creates a contradiction in the pedagogical practices in the 

classrooms and the ideology put forth by the government policy makers. 

These challenges show that even though cascade model reaches more 

teachers in a short period of time and cost-effective, it is inefficient in meeting 

the needs of the teachers, achieving learning outcomes and sustainable impact. 

This brings to the question if there needs to be investment in smaller learning 

and training programs that focus on space for dialogue and collaboration which 

aids in a shift of teacher belief and mindset even though it is expensive but pro-

vides long term impact on the pedagogy. 
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8.1 Recommendations  

In an attempt to create a collaborative space, this section recommends methods 

and practices that can be incorporated into the current in-service training pro-

gram to make it more efficient and impactful.  While the teacher professional de-

velopment programs continue to follow the cascade model of dissemination, be-

cause of its cost effectiveness and ability to reach a larger number of teachers, the 

model of the sessions should be altered to improve three factors – teacher agency, 

teacher interaction and collaboration.  

The crucial factor that needs to be built in the teachers is a sense of agency 

and change. Currently, the participants talk about the changes that needs to be 

made but are comfortable with going back to a routine. Changing individual 

mindset is a difficult task especially with adults. The previous knowledge and 

the practice from childhood comes into place. With consistent effort and contin-

uous activities, it can be gradually improved, and it will instill an understand-

ing of their self as a teacher. Some of the activities that can be included are, 

• Motivational boost 

Showcasing stories of change within the context to instill the belief that the 

teachers also have the power to formulate and implement a solution. It can be 

done through a meeting with people who have created change or through vid-

eos. It is necessary to deconstruct the process through a questionnaire or discus-

sion. 

In the context of the study, stories of teachers like Annapurna Mohan 

(Nair, 2017) and G. Bhagwan (FE online, 2018) who created transformation in 

the classrooms irrespective of the external conditions in Tamil Nadu can be 

showcased. Annapurna Mohan struggled hard to develop the language skills of 

her students by introducing phonics and transformed the entire classroom with 

smartboards and projector.  G. Bhagwan worked towards increasing the aca-

demic levels of the students and guided them in their desired career path that 

the students refused to let him transfer to another school. Their achievements 

have been possible only because of their inner motivation and strong agency.                                                                    
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While the first aspect concentrated on individual mindset to change, the 

second aspect involves other teachers and the quality of interaction between 

them. Currently, in the training sessions, there is interaction among the teach-

ers, but it is mostly on personal issues and family situations. There is a lack of 

focus or even alignment to the professional struggles in these dialogues. The ac-

tivities suggested below are proposed strategies by Roselli (2016) for university 

students to encourage collaborative learning and it is suitable to the context of 

this study. 

• Mediated opinion transmission 

Teachers in groups of four form pairs and gives opinion to one another af-

ter which it is exchanged and then a joint assessment is conducted. The aim of 

this activity is to make teachers listen to each other patiently and to give their 

opinion as a response. This activity can be repeated with variety of issues that 

the teachers have noted in the reflective notebooks (Roselli, 2016).  

In the context of the study, this session can be conducted in the beginning 

and end of the two-day training program focused on issues like classroom man-

agement, behaviour, pedagogy. Such sessions will give the teachers and teacher 

educators an in depth understanding of the issues that needs immediate atten-

tion. 

The final step after building an open mindset and quality interaction is to 

give a purpose to the collaboration. The purpose should be something that the 

group of teachers are passionate about. The process should accommodate the 

implementation of the results and continue to a cyclic activity. The ultimate 

goal is for the teachers to replicate such processes in the classroom and the pa-

rental community. Both the collaborative design process is cyclical in nature 

and has room for continuous improvement. 

• Design thinking 

The process of design thinking is a solution-based approach that has five 

stages of thinking – empathise, define, ideate, prototype, test (Brown, 2008). The 

group goes through each stage and then tests the solution to redefine the prob-

lem and work on it more.  
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In the context of the study, the design thinking sessions should happen 

with School Management Committees (SMC) which involves the parents, stu-

dents, teachers and BRC with a regular follow up from the BRCs. 

The above-mentioned activities are just a sample for developing a full-

fledged module on enhancing collaboration. The activities should be conducted 

for the teacher educators first so that they trust the process and replicate it 

among the teachers. The belief of the teach educators who act as facilitators is 

very important and the outcomes can vary depending on that.  

8.2 Limitations  

There are few limitations that should be taken into consideration while 

reading the analysis and results of the study. The first limitation would be the 

sample size. With the focus on rural primary government schools, only two 

schools were observed for data. However, I spent two months in the field and 

collected intensive data through field notes and journal. Apart from that data 

was collected from only two teachers and two teacher educators through inter-

views, and 18 teachers and two teacher educators through questionnaires. The 

results might be different with a bigger sample size and varied contexts like 

towns and cities. The second limitation would be the concentration on the per-

spectives of teachers. Given the time frame, it was not possible to collect the 

opinions of other stakeholders like children, parents, education officers to vali-

date and get a holistic understanding of the research focus. Another limitation 

would be the time period of the study. As an ethnographic research, it would 

have been stronger if the study was conducted for many more months to com-

pletely understand the reform.  

To extend the study, an intervention module can be designed based on the 

above-mentioned activities and the impact can be measured with the focus that 

the teachers have to experience learning through constructivist environment 

first, understand the benefits, so that they can implement it in their classrooms. 

  



66 
 

9 REFERENCES 

Ahearn, L.M. (2001). Language and Agency. Annual Review of Anthropology, 30. 

109-137. Retrieved from 

http://www.letras.ufrj.br/linguisticaaplicada/gtidentidade/docs/ahearn

_language_and_agency.pdf 

Anandalakshmy, S. (2007). Activity Based Learning - A Report on an Innovative 

Method in Tamilnadu. Retrieved from http://ssa.tn.nic.in/Docu/ABL-Re-

port-by-Dr.Anandhalakshmi.pdf 

Alexander, J. Robin. (2015). Teaching and learning for all? The quality impera-

tive revisited, International Journal of Educational Development, 40, 250-258. 

https://doi.org/10.1016/j.ijedudev.2014.11.012. 

 Alexander, J. Robin. (2008). Education For All, The Quality Imperative and the 

Problem of Pedagogy. Retrieved from http://www.create-

rpc.org/pdf_documents/PTA20.pdf 

ASER. (2016). Annual Status of Education Report. Pratham Foundation. Retrieved 

on 17 December 2018, from http://img.asercentre.org/docs/Publica-

tions/ASER%20Reports/ASER%202016/aser_2016.pdf 

Bando, R., & Li, X. (2014). The effect of in-service teacher training on student 

learning of English as  a  second  language. Inter-American Development 

Bank Working Paper Series. Retrieved from https://bit.ly/2HcumLw 

Barrett, M Angeline. (2007). Beyond the polarization of pedagogy: models of 

classroom practice in Tanzanian primary schools, Comparative Education, 

43(2), 273-294, Retrieved from 

https://doi.org/10.1080/03050060701362623 

Bedi, J., & Kingdon, G. (n.d.) The Political Economy of the Scale up of the ABL 

Programme in Tamil Nadu. UK Aid. Retrieved from https://assets.pub-

lishing.service.gov.uk/media/58db965eed915d06b000004f/Report_3.pdf 



67 
 

Bett, K. H. (2016). The cascade model of teachers’ continuing professional devel-

opment in Kenya: A time for change? Retrieved from 

https://www.tandfonline.com/doi/pdf/10.1080/2331186X.2016.1139439?

needAccess=true 

Bhattacharjee, S. (2014). Relevance of Tagore’s philosophy of education in post-

modern era-a conceptual analysis. OSR Journal of Humanities and Social Sci-

ence (IOSR-JHSS), 19, 34-40. Retrieved from http://www.iosrjour-

nals.org/iosr-jhss/papers/Vol19-issue9/Version-9/F019993440.pdf 

Biesta, G., & Tedder, M. (2007). Agency and Learning in the Lifecourse: 

Towards an Ecological Perspective. Studies in the Education of Adults, 39 (2). 

132-149. Retrieved from https://bit.ly/2H8TiDh 

Bill and Melinda Gates Foundation. (2015). Teachers Know Best Teachers’ 

Views on Professional Development. Retrieved from 

https://gates.ly/2HvtVKy 

Bodner, G. (1986). Constructivism: A theory of knowledge. Journal of Chemical 

Education, 63. 73-787. Retrieved from http://chemed.chem.pur-

due.edu/chemed/bodnergroup/pdf/24_Construct.pdf 

Bodner, G., Klobuchar, M., & Geelan, D. (2001). The Many Forms of Construc-

tivism. Journal of Chemical education, 78 (8). Retrieved from 

https://www.researchgate.net/publica-

tion/43472819_The_Many_Forms_of_Constructivism 

 Bowles, T., & Hattie, J. (2013). Towards positive adaptive change: The associa-

tion of three typologies of agency with motivational factors. Australian 

Psychologist, 48(6), 437-444. Retrieved from 

http://dx.doi.org/10.1111/ap.12024  

Brown, T. (2008). Design thinking. Harvard business review, 86(6), 84. Retrieved 

from https://fusesocial.ca/wp-

content/uploads/sites/2/2018/06/Design-Thinking.pdf 



68 
 

Calvert, L. (2016). The Power of Teacher Agency. Retrieved from https://learn-

ingforward.org/wp-content/uploads/2016/04/the-power-of-teacher-

agency-april16.pdf  

Cause, L. (2010). Bernstein’s Code Theory and the Educational Researcher. Asia 

Social Science, 9(5). Retrieved from https://pdfs.seman-

ticscholar.org/28b2/1283e63cba36cefc3478117585d3f558b421.pdf 

Cohen, L., Manion, L., & Morrison, K. (2013). Research methods in educa-

tion (7th ed.). Abingdon: Routledge. Retrieved from https://www.daw-

sonera.com/readonline/9780203720967/startPage/400/1 

Dadds, M. (2014). Continuing professional development: Nurturing the expert 

within. Professional Development in Education, 40, 9–16. 

https://doi.org/10.1080/19415257.2013.871107 

Delamont, S. & Atkinson, P. (1995). Fighting familiarity: Essays on education and 

ethnography. Cresskill (NJ): Hampton Press. 

Dewey, J. (1988). The Later Works of John Dewey, 1925-1953 (Vol. 13). Jo Ann 

Boydson (Ed.). Retrieved from 

https://books.google.fi/books?id=h1ndPUdbY0sC&lpg=PP1&pg=PP1#v

=onepage&q&f=false 

FE Online. 2018. Tamil Nadu teacher’s transfer: Real story behind the emo-

tional viral video – Why the students cried. Retrieved from 

https://bit.ly/2VRwyRR 

Franklin, C., Cody, P. & Ballan, M. (2010). Reliability and validity in qualitative 

research. In Thyer, B. The handbook of social work research methods. Retrieved 

from https://dx.doi.org/10.4135/9781544364902.n19 

Gathumbi, A. W., Mungai, N. J., & Hintze, D. L. (2013). Towards comprehensive 

professional development of teachers: The case of Kenya. International 

Journal of Process Education, 5, 3–14. Retrieved from 

https://bit.ly/2VkEKKV 

Given, L. M. (2008).  The SAGE encyclopedia of qualitative research methods. Re-

trieved from http://dx.doi.org/10.4135/9781412963909.n65 



69 
 

Grover, S., & Singh, N. H. (2002). The Quality of Primary Education: A Case 

Study of Madurai and Villupuram Districts in Tamil Nadu. Retrieved 

from https://sites.hks.harvard.edu/cid/archive/india/pdfs/report.pdf 

Government of India. (2010). Sarva Shiksha Abhiyan Eleventh Joint Review 

Mission & Mid Term Review – Aide Memoire. Retrieved from 

ssa.nic.in/ssadoc/jrm/ AIDE%20MEMOIRE%2011% 

20JRM%20with%20state%20reportss.pdf 

Government of India. (2012) Statistics of School Education 2010-2011. Retrieved 

from http://mhrd.gov.in/sites/upload_files/mhrd/files/statistics-

new/SES-School_2010-11.pdf 

Government of India. (2016a). Educational statistics at a glance. Retrieved from 

https://mhrd.gov.in/sites/upload_files/mhrd/files/statis-

tics/ESG2016_0.pdf  

Government of India. (2016b). National Policy on Education Report of the 

Committee for Evolution of the New Education Policy. Retrieved from 

http://www.nuepa.org/new/download/NEP2016/ReportNEP.pdf 

Government of India and the United Nations. (2018). Sustainable Development 

Framework. Retrieved from http://4dj7dt2ychlw3310xlowzop2.wpen-

gine.netdna-cdn.com/wp-con-

tent/uploads/2018/12/UNSDF_Print_Oct12_web.pdf 

Henson, T. Kenneth. (2003). Foundations for Learner-Centered Education: A 

Knowledge Base. Education, 124 (1). Retrieved from 

https://www.itma.vt.edu/courses/currip/lesson9/Henson2003Learner-

CenteredEduc.pdf 

Joshi, K. (2011). Educational Philosophy of Sri Aurobindo. Retrieved from 

http://www.kireetjoshiarchives.com/philosophy/sri-aurobindos-philos-

ophy-of-education.html 

Friedrich, H. F., & Hron, A. (2011). Factors affecting teachers’ student-centered 

classroom computer use, Educational Media International, 48(4), 273-285. Re-

trieved from 



70 
 

https://www.tandfonline.com/doi/pdf/10.1080/09523987.2011.632276?n

eedAccess=true 

Fung, C. K. H., (2015). “Active Child” and “Active Teacher”: Complementary 

Roles in Sustaining Child-centered Curriculum, Childhood Education, 91(6), 

420-431. Retrieved from 

https://www.tandfonline.com/doi/pdf/10.1080/00094056.2015.1114787?

needAccess=true 

Kidwai, H., Burnette, D., Rao, S., Nath, S., Bajaj, M. & Bajpai, N. (2013). In-Ser-

vice Teacher Training for Public Primary Schools in Rural India: Findings 

from District Morigaon (Assam) and District Medak (Andhra Pradesh). 

Columbia Global Centers | Mumbai Working Paper Series.12. http://glob-

alcenters.columbia.edu/mumbai/files/globalcenters_mumbai/ 

MDEP_WP12_Teacher%20Training%20Website.pdf 

Knausz, I. (In Press). On Pedagogical culture. Retrieved from http://www.tani-

tani.info/sites/default/files/on_pedagogical_culture.pdf 

Kumar, K. (1993). Mohandas Karamchand Gandhi (1869–1948). Prospects: The 

Quarterly Review of Education, 23 (3/4), 507–517. Retrieved from 

http://www.ibe.unesco.org/sites/default/files/gandhie.PDF 

Kumar, K. (2005). Political Agenda of Education: A Study of Colonialist and Na-

tionalist Ideas. Retrieved from http://www.arvindgup-

tatoys.com/arvindgupta/pol-agenda-kk.pdf 

LeCompte, M. D., & Schensul, J. J. (2010). Designing and conducting ethno-

graphic research: an introduction. Retrieved from https://ebookcen-

tral.proquest.com 

Lipponen, L., & Kumpulainen, K.(2011). Acting as Accountable Authors: 

Creating Interactional Spaces for Agency Work in Teacher Education. 

Teaching and Teacher Education, 27 (5). 812-819. Retrieved from 

https://bit.ly/2VJXzqp 



71 
 

Lowenthal, P., & R. Muth. (2008). Constructivism. In Encyclopedia of the Social 

and Cultural Foundations of Education, edited by E. F. Provenzo, Jr., 177–

179. Retrieved from https://bit.ly/2vJ2hWF 

Mangla A. (2018). Elite strategies and incremental policy change: The expansion 

of primary education in India. Governance, 31, 381–399. 

https://doi.org/10.1111/gove.12299 

Ministry of Human Resource Development. (n.d.). About the Mid-Day Meal 

Scheme. Retrieved from http://mdm.nic.in 

Ministry of Human Resource Development. (2011). SSA framework for imple-

mentation. Retrieved from http://seshagun.nic.in/docs/SSA-Frame-

work.pdf 

Montessori, M. (1984). The absorbent mind (2. pr.). New York: Dell. 

Muralidharan, K. (2013). Priorities for Primary Education Policy in India’s 12th 

Five year Plan. India Policy Forum. Retrieved from 

http://pdel.ucsd.edu/_files/paper_2013_karthik.pdf 

Nidhi S., David P., Malathy D., Shakthi M., Shanmugam M., & Govindrajan M, 

ABL pedagogy in schools and classrooms in two districts in Tamil Nadu. 

Retrieved from https://assets.publishing.service.gov.uk/me-

dia/58db95a3e5274a06b0000046/Report_1.pdf 

Myagmar, A. (2010). Child-centered approach: How is it perceived by preschool 

educators in Mongolia? US-China Education Review, 7(6), 63-77. Retrieved 

from https://files.eric.ed.gov/fulltext/ED511291.pdf 

Nair, A. 2017. This TN government school teacher sold her own jewellery to 

give her students the classroom they deserve. Retrieved from 

https://www.thenewsminute.com/article/tn-govt-school-teacher-sold-

her-own-jewellery-give-her-students-classroom-they-deserve-60684 

Niesz, T., Krishnamurthy, R., & Mahalingam, V. (2011). A History of the Activ-

ity Based Learning Movement in Tamil Nadu. Retrieved from 

http://docs.ehhs.kent.edu/ABLinTN.pdf 



72 
 

Niesz, Y., & Ryan, K. (2018). Teacher Ownership Versus Scaling up System-

wide Educational Change: The Case of Activity Based Learning in South 

India. Educational Research For Policy and Practice, 17, 209-222. 

https://doi.org/10.1007/s10671-018-9232-8 

Ono Y., & Ferreira J. (2010). A case study of continuing teacher professional de-

velopment through lesson study in South Africa. South African Journal of 

Education, 30 (1). 59-74. Retrieved from https://bit.ly/2vJ2h97 

Prabhananda, S. (2003). Profiles of famous Educators. Retrieved from 

http://www.ibe.unesco.org/sites/default/files/vivekane.pdf 

Pritchard, A. (2009). Ways of Learning learning theories and learning styles in 

classroom. Retrieved from http://www.epitro-

pakisg.gr/grigorise/ways%20of%20learning.pdf 

Reinikka, R., Niemi, H., & Tulivuori, J. (2018). Stepping Up Finland’s Role in 

Global Education. Retrieved from https://bit.ly/2Bfgmkc 

Research, Evaluation and Studies Unit Technical Support Group EdCIL (India) 

Limited. (2010). Role of Block & Cluster Resource centres in Providing Ac-

ademic Support to Elementary Schools. Retrieved from http://www.edu-

cationforallinindia.com/report_on_block_cluster_resource_centres-

providing-academic_support-2010.pdf 

Richardson, V. (1997). Constructivist Teacher Education: Building a World of 

New Understandings. Retrieved from https://bit.ly/2H8KZHD 

Richardson, V. (2003). Constructivist Pedagogy. Teachers College Record, 105 (9), 

1623-1640. Retrieved from 

http://kodu.ut.ee/~triinm/educational_technology2/artikkel4.pdf 

Roselli, N. (2016). Collaborative learning: Theoretical foundations and applica-

ble strategies to university. Propósitos y Representaciones, 4(1), 219-280. Re-

trieved from http://dx.doi.org/10.20511/pyr2016.v4n1.90 

Roy, N. K. (2012). ICT–enabled rural education in India. International journal of 

information and education technology, 2(5), 525-529. Retrieved from 

http://www.ijiet.org/papers/196-T044.pdf 



73 
 

Sarangapani, P. (2003). Constructing school knowledge: An ethnography of learning 

in an Indian village. Thousand Oaks, Calif.: Sage Publications. 

Samhita. (2016). The parody that is teacher education in India. Forbes India. Re-

trieved from https://bit.ly/2Wru6P6 

Samuel, Francis A. (2010). Tagore's Vision of International Education: Relevance 

and Implications for Today, The Educational Forum, 74(4), 347-356, Re-

trieved from https://doi.org/10.1080/00131725.2010.507103 

Schreier, M. (2014). Qualitative content analysis. In Flick, U. The SAGE hand-

book of qualitative data analysis. Retrieved from  

https://dx.doi.org/10.4135/9781446282243.n12 

Selvam, N. (2018). Tamil Nadu to revamp learning in government schools using 

tablets, unique methods. Retrieved from https://bit.ly/2DXnqRp 

Shields, R. (2011). ICT or I see tea? Modernity, technology and education in Ne-

pal, Globalisation, Societies and Education, 9(1), 85-97. Retrieved from 

https://www.tandfonline.com/doi/pdf/10.1080/14767724.2010.513536?n

eedAccess=true 

Singal, N., Pedder, D., Duraisamy, M., Manickavasagam, S., Shanmugam, M., & 

Govdinrajan M. (n.d.). ABL Pedagogy in Schools and Classrooms in Two 

Districts in Tamil Nadu. UK Aid. Retrieved from https://assets.publish-

ing.service.gov.uk/media/58db95a3e5274a06b0000046/Report_1.pdf 

Smail, A. (2014) Rediscovering the teacher within Indian child-centered peda-

gogy: implications for the global Child Centered Approach, Compare: A 

Journal of Comparative and International Education, 44(4), 613-633. Retrieved 

from 

https://www.tandfonline.com/doi/pdf/10.1080/03057925.2013.817225?n

eedAccess=true 

Song, S. (2015). Cambodian teachers' responses to child-centered instructional 

policies: A mismatch between beliefs and practices. Teaching and Teacher 

Education, 50, 36-45. Retrieved from https://www.sciencedirect.com/sci-

ence/article/pii/S0742051X15000761 



74 
 

Sriprakash, A. (2010). Child-centred education and the promise of democratic 

learning: Pedagogic messages in rural Indian primary schools. Interna-

tional Journal of Educational Development, 30 (3). 297-304. Retrieved from 

https://doi.org/10.1016/j.ijedudev.2009.11.010 

Sriprakash, A. (2011). The contributions of Bernstein’s sociology to education 

development research. British Journal of Sociology of Education, 32(4). Re-

trieved from 

https://www.tandfonline.com/doi/pdf/10.1080/01425692.2011.578436?n

eedAccess=true 

Sriprakash, A. (2012). Pedagogies for Development: The Politics and Practices of 

Child-centered education in India. Education in the Asia-Pacific Region: Is-

sues, concerns and prospects, 16. Springer. 

Srivastava, K. (2017). Role of Philosophy of Education in India. Tattva-Journal of 

Philosophy, 9(2), 11-21. Retrieved from http://journals.christuniver-

sity.in/index.php/tattva/article/view/1500 

Srividya, P.V. (2016) New learning methods, old teaching constraints. The 

Hindu. Retrieved from https://www.thehindu.com/news/na-

tional/tamil-nadu/New-learning-methods-old-teaching-constraints/arti-

cle16798673.ece 

SSA. (n.d.) New activities and projects. Retrieved from 

http://www.ssa.tn.nic.in/curractivities-a.htm’ 

State Council of Education Research and Training Tamilnadu. (n.d.). Retrieved 

from http://www.tnscert.org/tnscert/index.php?language=LG-1&sta-

tus=Active 

Tabulawa, R. (2003). International Aid Agencies, Learner-Centred Pedagogy 

and Political Democratisation: A Critique. Comparative Education, 39, (1), 7-

26. Retrieved from https://www.jstor.org/stable/3099628 

Tan, C. (2017) Constructivism and pedagogical reform in China: issues and 

challenges. Globalisation, Societies and Education, 15(2), 238-247, Retrieved 

from 



75 
 

https://www.tandfonline.com/doi/pdf/10.1080/14767724.2015.1105737?

needAccess=true 

Tandon, T. (2017). Constructivist Learning Approach: A Child Centered Peda-

gogy. EDULIGHT, 6 (11). Retrieved from https://www.re-

searchgate.net/publication/319738946_Constructivist_Learning_Ap-

proach_A_Child_Centered_Pedagogy 

Tamil Nadu School Education Department. (2018a). Policy note 2018-2019. Re-

trieved from http://cms.tn.gov.in/sites/default/files/docu-

ments/sedu_e_pn_2018_19.pdf 

Tamil Nadu School Education Department. (2018b). Classes I-V ABL-A New 

Approach [PowerPoint presentation]. Tamil Nadu. 

Holland, H. (2005). Teaching teachers: Professional development to improve 

student achievement. Retrieved from 

https://files.eric.ed.gov/fulltext/ED491587.pdf 

Thirumurthy, P. (2017, November 20). After 12 years, TN Government revises 

syllabus for class 1-12, but is this enough?. The News Minute. Retrieved 

from https://www.thenewsminute.com/article/after-12-years-tn-govt-

revises-syllabus-class-1-12-enough-71918 

Times News Network. (2017, May 26). New Tamil Nadu syllabus from '18-19, 

will top other boards. The Times of India. Retrieved from 

https://bit.ly/2H7Q9Vw 

Trines, S. (2018). Education in India. Retrieved from 

https://wenr.wes.org/2018/09/education-in-india 

TNTP. (2015). The Mirage: Confronting the hard truth about our quest for 

teacher development. Retrieved from https://tntp.org/assets/docu-

ments/TNTP-Mirage_2015.pdf 

Tondeur, Jo., Braak, van Johan., Ertmer, A. Peggy & Ottenbreit-Leftwich, Anne. 

(2017). Understanding the relationship between teachers’ pedagogical be-

liefs and technology use in education: a systematic review of qualitative 



76 
 

evidence. Education Tech Research Dev, 65. 555-575. Retrieved from 

https://link.springer.com/content/pdf/10.1007%2Fs11423-016-9481-2.pdf 

Tzuo, P. W. (2007). The Tension between Teacher Control and Childrens Free-

dom in a Child-centered Classroom: Resolving the Practical Dilemma 

through a Closer Look at the Related Theories. Early Childhood Education 

Journal, 35 (1). Retrieved from https://link.springer.com/con-

tent/pdf/10.1007%2Fs10643-007-0166-7.pdf 

UNESCO. (2014). Teaching and learning: Achieving quality for all. Retrieved 

from https://unesdoc.unesco.org/ark:/48223/pf0000225660 

UNICEF. (2009). Manual: Child-Friendly Schools. Retrieved from 

https://www.unicef.org/publica-

tions/files/Child_Friendly_Schools_Manual_EN_040809.pdf 

UNICEF. (2015). Evaluation of Activity Based Learning as a Means of Child-

Friendly Education Final Report. New Delhi, India. Retrieved from 

https://www.unicef.org/evaldatabase/index_90543.html 

Valmiki, A. (2018). Retrospection on Philosophy of Education of Gandhi, Vive-

kananda and Tagore for Futuristic Indian Education System: A Possibility! 

Future Human Image, 10. Retrieved from http://www.fhijournal.org/wp-

content/uploads/2018/11/FHI_10_Valmiki.pdf 

Vavrus, F. (2009). The cultural politics of constructivist pedagogies: Teacher 

education reform in the United Republic of Tanzania. International Journal 

of Educational Development, 29(3), 303–311. Retrieved from 

https://bit.ly/2Vjwj2m 

Vivekananda, S. (2018). Complete Works. Retrieved from https://bit.ly/2J8tE53 

Voogt, J., Laferrière, T., Breuleux, A. et al. (2015). Instructional Science, 43. 259. 

Retrieved from https://doi.org/10.1007/s11251-014-9340-7 

Vukelich, C. &  Wrenn, L. C. (1999). Quality Professional Development: What 

Do WeThink We  Know?. Childhood Education, 75(3), 153-160. Retrieved 

from https://doi.org/10.1080/00094056.1999.10522003. 



77 
 

Wang, D. (2011). The dilemma of time: Student-centered teaching in the rural 

classroom in China, Teaching and Teacher Education, 27 (1), 157-164. Re-

trieved from http://www.sciencedirect.com/science/arti-

cle/pii/S0742051X10001253 

Wen, S., Elicker, J. G., & McMullen, M. B. (2011). Early childhood teachers’ cur-

riculum beliefs: Are they consistent with observed classroom practice? 

Early Education and Development, 22(6), 945-969. Retrieved from 

https://www.tandfonline.com/doi/pdf/10.1080/10409289.2010.507495?n

eedAccess=true 

Westbrook J, Durrani N, Brown R, Orr D, Pryor J, Boddy J & Salvi F. (2013). 

Pedagogy, Curriculum, Teaching Practices and Teacher Education in De-

veloping Countries. Final Report. Education Rigorous Literature Review. 

Retrieved from https://bit.ly/2HPyKlx 

World Bank. (2018). Learning to realize education’s promise. World Development 

Report. Retrieved from 

http://www.worldbank.org/en/publication/wdr2018  

Zakaria, E., & M.Y. Daud. (2009). Assessing mathematics teachers’ professional 

development needs. European Journal of  Social Sciences, 8. 225-231. 

Retrieved from https://www.researchgate.net/publica-

tion/278848270_Assesing_mathematics_teachers%27_professional_devel-

opment_needs 

  



78 
 

10 APPENDICES 

Appendix 1: University Consent Form 

 
UNIVERSITY OF JYVÄSKYLÄ 
 

RESEARCH PERMIT 

I am Gomathy Soundararaj. I am working on my master’s thesis in Edu-

cation. In my research, I investigate on learning environments, teacher 

training methods, pedagogy and implementation. My research helps in 

identifying the problems in the education system of Tamil Nadu with 

respect to learning environments and assessing the implementation of 

pedagogical methods. 

The supervisor of my thesis is University Teacher Tamás Péter Szabó, 

Ph.D. (e-mail: t*****@jyu.fi).  

Data is collected through interviews, observation notes, questionnaires 

and video recordings. The data is video recorded, voice recorded and 

photographed. 

Participation in the research is voluntary, and consent can be with-

drawn later at any point of the research process. Research data is han-

dled and used in a confidential manner. Research data is handled and 

presented in a way that research participants’ personal identity cannot 

be revealed.  Research data is handled according to the data manage-

ment principles of the University of Jyväskylä. 

I gladly provide you further information about the research; please feel 

free to contact me via e-mail: g********@student.jyu.fi or phone: +91 

9******** 

I request your consent to participate in the above-mentioned research.   

Thank you for considering my request. 

FACULTY OF EDUCATION 
AND PSYCHOLOGY 
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 With best regards, 

 Gomathy Soundararaj. 

Please send your answer back to me by 16.07.2018 

I hereby give my consent to my participation in the above-mentioned re-

search  

                      yes  

 no 

 

_______________________________________________________________ 

Date and place              Signature and clarification of name 
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Appendix 2: Teacher Questionnaire    

Name _________________School name ________________________ 

Contact number (whatsapp) _____________Age ________________ 

E-mail ID ________________     

Background data: 

1. How many children are there in your school? 

2. How many teachers are there in your school? 

3. What grades do you teach? 

4. How many children do you teach? 

Training and Implementation: 

1. After the knowledge about the new pedagogy, which one do you 

like the most, ABL or New pedagogy? Give reasons.  

2. Name one thing that you will implement in your teaching tech-

nique after the training on new pedagogy. 

3. The demo lessons on the second day of training taught me how to 

implement new pedagogy in classrooms. Do you agree? Give rea-

sons. 

4. What kind of support do you need when you implement the new 

pedagogy? 

5. Which part in the training do you feel you need more time or sup-

port to use efficiently?  

6. I need more training on how to use the DIKSHA app in my class-

room. Do you agree or not? Why? 

7. How often will you use the DIKSHA app in your teaching? How 

will you use it? 

8. What kind of changes will you make in your classroom structure 

for the new pedagogy? (Seating, charts, resources, timing, schedule) 

9. How do you think the additional resources like workbook and 

teacher manual will help you in teaching? 

10. What are the some factors in the new pedagogy you need more in-

formation or more training to use? 
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11. If you had one suggestion to improve the training session, what 

would that be? (content wise) 

General information: 

1. Tamil medium schools have decreasing number of student enrol-

ment every year. Do you agree? Give reasons. 

2. The attraction towards English is one main factor for decrease in 

student enrolment. What are some things that can be done by the 

teachers/by you to enhance English language skills of the student? 

3. Write 3 ideas that can be implemented by the teachers to increase 

student enrolment. 
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Appendix 3: Teacher Educator Questionnaire 

Name _________________      Block name ________________________ 

Contact number (whatsapp) ______________Age ________________ 

E-mail ID ________________     

Background data: 

How many schools do you have for visits? 

How often do you go for visits? 

How many teachers do you manage? 

Training and Implementation: 

1. After the knowledge about the new pedagogy, which one do you like the 

most, ABL or New pedagogy? Give reasons.  

2. How do you offer support for teachers who are still struggling with new 

pedagogy? 

3. What was your part in designing the training session?  

4. Which part of the training do you think the teachers needs some more time 

to learn? 

5. Do you think all the teachers learnt to use the DIKSHA app effectively? If 

yes, how?  

6. When you visit a classroom after the training, what are the 5 things you 

expect in the classroom, students and teachers? 

7. What kind of training did teachers get in using the manual or workbook? 

8. If you had a chance to do the training session again, what is one thing you 

would change? 

General information: 

1. Tamil medium schools have decreasing number of student enrolment every 

year. Do you agree? Give reasons. 

2. The attraction towards English is one main factor for decrease in student 

enrolment. What are some things that can be done by the teachers/by you 

to enhance English language skills of the student? 

3. Write 3 ideas that can be implemented by the teachers to increase student 

enrolment. 

 


