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1. Introduction

1.1.  Background

India continues to face complex developmental challenges, particularly in the areas of solid waste
management, rural education and youth employability. Rapid urbanization, population growth and
inadequate infrastructure have contributed to environmental degradation, poor learning environments and
limited access to market-relevant skills, especially in rural and marginalized communities. Recognizing these
gaps, Eicher Motors has undertaken several Corporate Social Responsibility (CSR) initiatives in partnership
with grassroots organizations, focusing on sustainable waste management in ecologically sensitive zones,
upgrading school infrastructure, enhancing foundational education and providing vocational training to
underserved youth.

1.2. Obijectives of the impact assessment
The key obijectives of conducting this impact assessment are as follows:

1. To quantify the extent to which the projects have been successful in achieving the intended
outcomes

2. To establish the effectiveness of program implementation

3. To identify and capture success stories, challenges and areas for improvement

4. To provide actionable recommendations to enhance the effectiveness of future programs

1.3. OECD- DAC framework

Considering the objectives of the project, this evaluation will be based on the OECD-DAC framework'.
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Figure 1: OECD DAC Framework

The evaluation will assess the baseline values of various key indicators, against which the impact of the
project can be assessed a year after completion. The components of the proposed evaluation framework
are —

1 . . . .
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https://www.oecd.org/dac/evaluation/daccriteriaforevaluatingdevelopmentassistance.htm

Relevance - The extent to which the objectives of the development intervention are consistent with
beneficiary requirements, state needs, institutional priorities, partners and funding stakeholders, as well as
mission coherence in achieving its objectives.

Coherence — The extent to which activities can converge with other programs/projects running the
geography /sector.

Effectiveness - The extent to which the development project’s objectives were achieved or are expected to
be achieved considering their specificities (not just physical outputs but also high-level results; explaining
factors determining achievements, including change of context; looking at other possible achievements)

Efficiency - Examine how well inputs are converted into outputs, with attention to process quality,
operational bottlenecks, budget adherence and the timeliness of project delivery.

Sustainability - The likely continuation of net benefits from a development intervention beyond the phase
of funding support. It also includes an assessment of the likelihood that actual and anticipated results will
be resilient to risks beyond the mission activities.

Impact - The changes that have occurred or are expected to occur in the lives of the target beneficiaries
(direct and indirect).

2. Approach and Methodology

2.1. Study Design

This impact assessment will use a pre-post study design, which means it will compare data from before and
after the project to measure its impact. To get a complete picture, the assessment will follow a
mixed-methods approach, combining both quantitative and qualitative data.

The quantitative data will help measure the results in numbers, such as changes in key indicators, while the
qualitative data will provide deeper insights into why and how these changes happened. By using both
types of data, the study can cross-check findings from different sources, ensuring more accurate and
reliable results. The assessment will collect information from both primary sources (like surveys and
interviews) and secondary sources (such as existing reports or data) to create a well-rounded
understanding of the project’s impact.

2.2. Data Collection Methods and Sources
Quantitative Methods

For the quantitative data collection, a structured survey tools were developed and rigorously pre-tested
to ensure their effectiveness in real-field conditions. Pretesting helped identify any issues in the
questionnaire, removing ambiguities and minimizing bias and errors. The data was collected using
Computer Aided Personal Interview (CAPl) methods to ensure accuracy and efficiency. Our team utilized
SurveyCTO, a digital data collection platform that streamlined the entire process from targeting
respondents and survey creation to data entry and visualization. Survey CTO allowed for real-time data
uploads, enhancing efficiency while also offering offline capabilities for data collection in low-connectivity
areas. With GPS-based tracking, real-time geo-tagging, multilingual support and validation features,
SurveyCTO ensured high data quality and seamless experience for field investigators.



Qualitative Methods

To complement the quantitative data, qualitative methods were employed to gain deeper insights into the
impact of the CSR projects. This included in-depth interviews (IDIs) and focus group discussions (FGDs) with
relevant stakeholders such as beneficiaries, project implementers and government officials. These interactions
helped uncover contextual nuances, stakeholder perceptions and the underlying reasons behind quantitative
findings. All interviews and discussions were recorded, transcribed and thematically analyzed to identify
patterns and insights that contributed to a holistic understanding of the projects’ effectiveness, sustainability

and impact.

3. Impact assessment- Shikshak Pahal Program, Alwar
(Bodh Shiksha Samiti)

3.1. Brief description of project activities

India’s education system, serving over 265 million students across 1.5 million schools, has witnessed
significant growth in enrollment and infrastructure in recent decades. However, serious challenges persist
especially in rural and underserved areas. While school enrollment has improved substantially, learning
outcomes remain weak. According to the Annual Status of Education Report (ASER) 2024, *foundational
learning levels in rural India continue to remain a concern. Nationally, only 23.4% of Std Il children and
44.8% of Std V children in government schools can read a Class ll-level text. In arithmetic, just 25.9% of
Std Il children can perform grade-appropriate subtraction and only 16—18% can perform division. Among
Std V students, division proficiency remains low at approximately 28-30%. These statistics underscore the
critical need for initiatives that strengthen foundational literacy and numeracy.

Another major concern is the high dropout rate, particularly among older students. Data shows that while
primary-level enrollment is near universal, dropout rates increase significantly with age—rising to over
32% among 18-year-olds®. Digital literacy is another area of disparity. Although 90% of rural
adolescents reportedly have access to smartphones, their usage for educational purposes remains limited
and gender gaps persist; for example, only 19.8% of girls own smartphones compared to 43.7% of boys*.

In response to these systemic challenges, the Shikshak Pehal Program (SPP), a CSR initiative by Eicher
Motors, implemented by the Bodh Siksha Samiti, aims to provide equitable access to quality education in
under-resourced communities. By focusing on teacher training, community engagement, resource support
and alternative education models, the program seeks to bridge key educational gaps and create a more
equitable learning environment.

In Alwar district, SPP has become a cornerstone of education for marginalized communities, particularly in
the Thanagazi and Umrain blocks. With 31 Bodhshalas and Learning Centres spread across these regions,
the programme serves approximately 5,000 students. These schools offer educational opportunities from
preschool through grade 8, focusing on providing quality education in remote, underserved areas.

2 ASER 2024 - ASER: Annual Status of Education Report
3 https://www.mhrd.gov.in/
“ https:/ /www.iamai.in/
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The programme’s approach in Alwar is grounded in Bodh Shiksha Samiti’'s community-based, constructivist
pedagogy, which emphasises child-centred, multi-grade learning, contextual TLMs and strong family-school
engagement. The SPP model combines cluster-based academic support, continuous teacher capacity
building and in-school demonstration classes to strengthen foundational learning. Classrooms are enriched
through TLM corners, experiential activities and low-cost, locally developed materials that support diverse
learning levels. Complementary elements such as Poornma nutrition, school-readiness activities and
community events (Bal Utsav, Samuday Divas) further promote learning continuity and local ownership.
Collectively, these components create an integrated pedagogical ecosystem tailored to Alwar’s context,
enhancing teaching quality and foundational competencies.

3.2. Key Findings

3.2.1. Relevance and Coherence

Access and Enrolment

Access to Bodhshalas are shaped primarily by parental perceptions of safety, teacher behaviour and daily
feasibility rather than by school branding or credentials.Across interviews and parent FGDs, parents
consistently contrasted Bodhshalas with nearby government and low-cost private schools, citing the absence
of corporal punishment, closer teacher attention and a fear-free environment as key reasons for enrolment.

Parents emphasised that children attend school without fear and that teachers maintain regular
communication with families, including prompt follow-up on absences. For families with younger children
and girls, physical safety during the daily commute was repeatedly mentioned as a decisive factor.
Familiar routes and reduced exposure to unsafe terrain or traffic influenced school choice even where
alternative schools were available.

Importance of Early Grade Foundations

Across interviews, stakeholders highlighted Classes 1 to 3 as a critical stage for building learning
foundations. Teachers reported that when basic literacy and numeracy concepts are established early,
children are better able to cope with academic demands in higher grades. Several respondents linked
early conceptual clarity with later confidence, classroom participation and continuity in schooling.

This emphasis on early foundations aligns with teachers’ belief that learning gaps, if left unaddressed in
the early years, become harder to bridge later and contribute to uneven progression across grades.

Teaching Learning Approach

Teaching practices across Bodhshalas are largely activity-based and contextual, with limited reliance on
rote or textbook-led instruction. Teachers and headmasters consistently described beginning lessons from
children’s everyday experiences and using locally familiar materials, games and group activities to
introduce concepts in literacy and numeracy. This approach was repeatedly linked to higher classroom
engagement and reduced fear of learning.

“We do not start directly from the book. First we see what the child already knows. We use piclures,
objects from their surroundings, sangs and activities. When learning happens like this, children understand

nafurally and they de net feel pressure.” (Headmaster, 1DI)




Respondents emphasised that this method helps children participate actively in class and ask questions
more freely, which they viewed as an important shift from more rigid instructional environments.

Girls’ Participation and Gender Equity

Headmasters and teachers consistently reported that girls participate actively in discussions, group work
and sports, which they attributed to a supportive and fear-free school environment. Parents who were
initially hesitant about sending girls to school became more confident over time as they observed changes
in their daughters’ behavior, confidence and communication skills. They framed schools as protective
spaces, particularly in contrast to unsafe environments outside school. Beyond academic learning, schools
were valued for providing safety, supervision and emotional security for children, especially girls.

At the same time, gendered constraints persist beyond the school environment. Teachers and school leaders
acknowledged that girls continue to face interruptions to schooling due to household responsibilities, care
work and seasonal migration. In some cases, these pressures limited regular attendance or raised concerns
about continuation beyond the primary or upper-primary stage.

Several respondents also highlighted structural transition barriers, particularly the absence of nearby
secondary schools and safe transport options. Parents expressed concern about sending adolescent girls to
distant schools, which places girls at higher risk of discontinuing education after Class 8 despite strong
participation in earlier grades.

3.2.2. Efficiency and Effectiveness

Teacher’s Respondent Profile

The program sample comprised 50 teachers, all drawn from Bodhshalas. The age profile was distributed
across cohorts, with 30% below 30 years, 40% between 31-40 years and 30% aged 41 years and
above. The sample was moderately gender-balanced, with 58% male and 42% female respondents. In
terms of social category, 52% identified as Backward Caste, 28% as General Caste, 16% as Scheduled
Caste and 4% as Scheduled Tribe. Educational attainment was relatively high, with 54% holding a
postgraduate qualification, including 34% with a postgraduate degree plus B.Ed and a further 32%
holding Graduation plus B.Ed. The teaching cadre included 32% teachers, 28% Aarambhik or primary
teachers, 16% early fellows, 14% upper primary teachers, 8% headmasters and 2% music teachers
(others).

Teachers in the program sample reported teaching across grade levels, with the highest coverage in
Classes 3 to 8, where between 52% and 66% of respondents reported teaching each grade. Subject
responsibilities were distributed across core areas, with Hindi (40%), Mathematics (34%) and English (32%)
most commonly reported, followed by EVS or Science (20%) and smaller shares teaching Social Science,
Art, Sports, Computer or Music.

The control sample comprised 10 teachers drawn evenly from government and private schools. The age
profile was more concentrated, with 60% aged 31-35 years and 40% aged 36 years and above. The
group was predominantly male (90%), while female respondents comprised of 10%. Social category
distribution was more evenly spread, with 30% each from Scheduled Caste and Backward Caste groups,
20% Scheduled Tribe and 20% General Caste. Educational qualifications were comparable in level, with
40% holding a postgraduate degree plus B.Ed and the remainder distributed across undergraduate and
B.Ed qualifications.



Control teachers were primarily designated as teachers (80%), with the remainder spread across
headmaster and assistant teacher roles. Similar to the program group, control respondents reported
teaching multiple grades, with 90% teaching classes 1 and 2, full coverage of Classes 3 to 5 and 70%
reporting teaching Classes 6 to 8. Subject coverage was concentrated in core subjects, with Hindi, English
and Mathematics each reported by 30% of respondents, followed by EVS or Science (20%) and 10%
teaching social sciences, art and crafts and sports/ physical education, each.

Overall, both samples represent experienced, multi-grade teachers with comparable levels of formal
qualification and subject coverage. Differences are observed in school type, gender composition and

sample size, which are relevant when interpreting program—control comparisons in subsequent sections.
Teaching techniques in regular classroom practice
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methods, which aligns with the programme’s emphasis on structured pedagogy rather than reliance on

isolated techniques.

However, at an empirical level, no statistically significant association was observed between the range of
pedagogical practices reported by program teachers and student engagement outcomes, including
conceptual understanding and attentiveness during lessons (P = 0.08, p = 0.58; p = 0.10, p =0.49; n =
50). While activity-based and participatory teaching methods were widely reported, their use did not
consistently correspond to higher levels of student engagement as perceived by teachers, suggesting that
pedagogical changes alone may be insufficient to address engagement-related challenges in classrooms.

Group work strategies and classroom organisation
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Among program teachers who used group
work, learning-level-based grouping
emerged as the most frequently reported
strategy, followed by mixed-ability grouping
and structured study groups. This pattern
indicates intentional classroom organisation
linked to learner profiling and differentiated
instruction, rather than ad hoc grouping. Use
of student-led groups and rotating task
structures further suggests movement towards
shared responsibility and peer-supported
learning.

Control teachers relied more heavily on study
groups,  with
learning-level-based grouping. The presence

more limited use of

of a small share reporting no group work in

control classrooms highlights variation in instructional norms across non-programme schools. Differences

between the groups point to greater procedural clarity and intentionality in how group work is structured in

programme classrooms.

Use of Teaching Learning Materials

As can be observed in the adjacent graph,
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teacher-made TLMs among program
teachers, complemented by regular use of
phonics or picture cards, worksheets,
real-object demonstrations and TLM kits. This
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Availability, Use and Adequacy of Teaching Learning Materials (TLMs)
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Program schools report broad availability and active use of diverse teaching learning materials beyond
textbooks and the blackboard. Nearly all teachers indicated access to charts and posters (98%),
flashcards or number cards (94%), subject-specific kits (90%) and workbooks or practice books (86%).
Digital tools were available in around two-thirds of program schools (66%), indicating moderate but not
universal integration of technology. In comparison, control schools reported a narrower material base.
While all control teachers reported access to workbooks, fewer reported availability of charts and posters
(70%), flashcards (50%), subject-specific kits (40%) or digital tools and learning aids (e.g., blocks, beads,
counters, activity materials), (30%). This suggests that program schools offer a richer and more varied
instructional environment, particularly in low-cost, classroom-embedded learning aids aligned with
foundational learning.

Perceptions of material adequacy further reinforce this difference. In program schools, over two-thirds of
teachers (68%) reported that available materials are fully sufficient for effective teaching, with only a
small minority indicating insufficiency. In control schools, only 40% reported full sufficiency, with half
indicating partial sufficiency, pointing to greater constraints in instructional support. These differences are
reflected in teacher practices. Almost all program teachers (94%) reported preparing or adapting their
own TLMs, compared to only half in control schools, where 30% reported not preparing any TLMs. Program
teachers described producing a wide range of materials, including charts, number and word cards, picture
and story cards, subject-specific models and locally contextualised resources, indicating both pedagogical
agency and alignment with activity-based and level-appropriate instruction. Control teachers’ adaptations
were more limited in scope and largely centred on blackboard drawings and basic charts.

Challenges in TLM preparation were reported in both settings, but with differing profiles. In program
schools, time constraints (20%) and difficulty with drawing or artwork (18%) were the most common
challenges, alongside material shortages (12%). Notably, over a quarter of program teachers reported no
major challenges, suggesting growing comfort with TLM preparation. In control schools, material and
resource constraints emerged as the dominant challenge, reflecting more basic access limitations rather
than pedagogical or skill-related barriers.

The evidence indicates that program schools not only have greater access to varied TLMs but also
demonstrate stronger teacher engagement in adapting and creating materials for classroom use. This
Use of storytelling combination of availability, perceived sufficiency
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instructional  conditions in program schools
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While control teachers also reported strong use of community stories and real-life incidents, uptake of
student-generated and fictional narratives was lower. This suggests that contextualisation in control
classrooms may be more teacher-driven, whereas program classrooms demonstrate greater student
involvement in meaning-making processes.

| D
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Availability and Use of Digital Resources in Schools

Program schools reported broader access to digital infrastructure for instructional use. Computers were
reported to be available in program schools by 76% of teachers, while smart boards and internet
connectivity were each reported by 48% of teachers. Despite this, 22% reported the absence of any
digital resources, indicating that access remains uneven within the beneficiary group. In contrast, 50% of
control school teachers reported no digital resources at all, 40% reported availability of smart boards
and internet access by 30%. Computers were not reported in control schools, pointing to a narrower digital
base compared to programme settings.

Among program teachers with access to digital resources, use was most commonly reported on a weekly
basis (71.8%), while 12.8% reported daily use and 10.3% reported never using available tools. This
pattern suggests that digital resources in program schools are used with some regularity but are not yet
embedded as a daily instructional practice. Control schools showed a more polarised pattern, with 40%
teachers reporting daily use and an equal share reporting no use at all and only 20% reporting weekly
use. This dispersion reflects reliance on individual access and classroom circumstances rather than routine
integration.

A moderate and statistically significant positive association was observed between the availability of

digital resources in schools and the frequency of digital resource use in classrooms (p = 0.41, p = 0.01; n
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= 39). While teachers in schools with greater access to digital infrastructure were more likely to report
regular use of digital tools, the strength of the association suggests that availability alone does not fully
translate into frequent classroom use. This indicates that even where digital resources are present, schools
may face practical, logistical or pedagogical constraints that limit consistent integration into daily teaching.
The finding highlights that infrastructure provision is a necessary but not sufficient condition for digital
adoption, underscoring the importance of complementary supports such as usability, scheduling, and
instructional integration.

Impact on Student Engagement and Attendance

A moderate and statistically significant positive association was observed between the frequency of digital
resource use in classrooms and student engagement outcomes. Teachers who reported more frequent use of
digital resources also tended to report higher proportions of students demonstrating conceptual
understanding and attentiveness during lessons (p = 0.31, p = 0.03; p = 0.28, p = 0.05; n = 39). This
suggests that, where available and actively used, digital tools may support student engagement more
consistently than pedagogy alone, highlighting the potential value of integrating digital resources into
everyday instructional practice.

No meaningful association was observed between the frequency of digital resource use in classrooms and
student attendance regularity (P = =0.04, p = 0.79; n = 39). Teachers who reported more frequent use of
digital resources did not consistently report higher levels of regular student attendance. This suggests that
while digital tools may support classroom engagement and learning processes, they are unlikely to
influence attendance patterns, which are shaped primarily by household, economic, and contextual factors
beyond the immediate scope of instructional practice.

Challenges in Using Digital Tools

In program schools, reported challenges were primarily infrastructural and capacity-related. Limited or
unreliable internet connectivity was the most frequently cited constraint (28.2%), followed by lack of
teacher training (12.8%) and limited digital skills or confidence (10.3%). Technical issues with devices and
time-related constraints were reported by smaller shares. Importantly, 76.9% of program teachers
reported at least one challenge in using digital tools, indicating that digital resources are not yet fully
integrated into routine instructional practice. This is particularly salient given the structural and logistical
difficulties associated with establishing and sustaining educational technology in rural school settings.

Control school responses reflected a more basic set of constraints. Internet connectivity issues dominated
(40%), alongside infrastructure or system-level limitations and classroom management challenges (20%
each). The findings indicate that program schools' challenges relate primarily to optimising use, such as
improving connectivity, training and confidence rather than establishing access. In contrast, control schools
remain constrained at the level of basic availability, resulting in sporadic or uneven use of digital tools.

Qualitative evidence shows that use of digital tools varies widely across programme schools, driven mainly
by differences in infrastructure rather than teacher intent. Where smart boards or computers are available,
teachers were reported using them to support classroom instruction, particularly for visual explanation of
concepts and sustaining student interest. In these settings, digital tools were largely teacher-led, with limited
opportunities for independent student use.

*We use the smart board mainly to explain concepts. Children understand better when they can see pictures
or videos. But the feacher operates it. Children do not use the computer on their own because there is no

separate fime or feacher for thal.” (Headmaster, 1DI)
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In other schools, respondents reported no functional digital facilities, citing lack of space, unreliable
electricity and connectivity as primary constraints. Stakeholders consistently noted that non-use of digital
tools reflected practical limitations rather than resistance or lack of capacity among teachers.

Across sites, respondents acknowledged that children’s digital skills remain limited. While exposure to
digital content has increased in some schools, procedural skills and independent use were described as
weak due to limited access time, absence of dedicated instructors and prioritisation of core learning needs.
It can be observed that digital learning currently plays a supplementary role, supporting engagement
rather than transforming teaching practices.

Formative assessment practices Types of Formative Assessments
used in class (%)
Program teachers most frequently reported

using in-the-moment  formative  assessment sheets | brief assesoments ) o
practices, including oral checks during instruction, I

exit slips, peer checking and short spot tasks. The ... ng of each other's work -; oo

prominence of these approaches indicates that

understanding is typically monitored during  zpat tasks By

. . . . . I -
instructional flow, enabling real-time adjustment

of explanation or pacing. Use of worksheets or tooand quizzes ma3'*

brief competency assessments was also common, _
reflecting aftention to ftracking learning | extslips (wrtten or ora = B8

progression beyond immediate recall. In .
contrast, smartboard-based quizzes were :ecks cunnginsiruction __1'*'*
reported by a smaller share of teachers,

indicating that technology-supported assessment W Frogram W Contro

plays a supplementary role rather than forming

the primary assessment modality.

In the control group, assessment practices were more narrowly concentrated around oral questioning and
peer checking, with lower reported use of structured written or task-based checks. This pattern suggests
fewer points of formative feedback within a lesson.

Strategies used to simplify and scaffold concepts

When attempting to make topics easier for students to understand, program teachers reported using a
combination of conceptual, contextual and activity-based strategies. Demonstration using real objects or
TLMs was reported by 94% of teachers, while 86% used familiar examples from village life and 84%
broke content into smaller, simpler steps. Short activities or games were reported by 88% and drawing
simple pictures or diagrams by 86%, indicating strong reliance on visual and experiential scaffolds. A
substantial share (82%) also asked students to explain concepts in their own words, reflecting attention to
checking conceptual understanding rather than procedural completion alone. Use of smartboard-based
visual content was reported by 44%, suggesting selective use of digital supports alongside predominantly
low-tech strategies.

In the control group, breaking topics into simpler steps (90%) was the most commonly reported strategy,
followed by use of familiar examples (70%) and short activities (70%). Lower use of demonstrations and
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student articulation strategies indicates a narrower scaffolding repertoire compared to program
classrooms.

Teacher Capacity Building and Academic Support Systems

In program schools, teacher support was both
Types of Teachers Trainings (%) widespread and multi-dimensional. A large majority
reported participation in workshops (88%) and
B 0 i i °
classroom observation with feedback (84%),
indicating that professional development extends
ing nn beyond stand-alone sessions into  ongoing
o instructional support. Pedagogy-focused training
i the basis of leaming levels B0 was reported by 70% of teachers, while around
half reported inputs on multi-grade teaching and
L grouping students by learning levels, suggesting
responsiveness to classroom heterogeneity. Teachers
e . most commonly reported participation in workshops
and subject-specific training, alongside inputs on
sm and feedback = . pedagogy, lesson delivery and  concept
explanation. Child-centred practices, classroom
B 0 . organisation, group work and management of
mixed learning levels featured prominently,
WFrogram M Contro reflecting alignment with everyday instructional
demands. Exposure to learning frameworks such as
Figure SEQ Figure \* ARABIC 8: Types of Teachers Trainings Bloom’s Taxonomy indicates attention to
outcome-oriented planning, while digital training
was reported less frequently.

In contrast, control school teachers reported more limited and uneven exposure to training. While
pedagogy-related inputs were reported by about half of control teachers, participation in workshops and
classroom observation was substantially lower. Notably, a sizeable share of control teachers reported
receiving no training at all, pointing to gaps in access rather than differences in training content alone. This
contrast suggests that program schools benefit from a more institutionalised and predictable support
structure, whereas training in control schools appears more episodic.

Classroom observation and feedback were more consistently reported in program schools, where 84% of
teachers received feedback, most commonly on a monthly basis (72%). In contrast, only 30% of control
teachers reported receiving observation-based feedback, though where it occurred it was more often
weekly (70%).

A positive association was observed between teachers’ exposure to programme-supported training
activities and the adoption of pedagogical practices in classrooms (p = 0.25, p = 0.081; n = 50).
Teachers who reported participation in a higher number of training and academic support activities also
tended to report using a wider range of instructional practices. While the relationship is moderate in
strength and marginal in statistical significance, its direction is consistent with the programme’s theory of
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change, indicating a plausible contribution of professional development inputs to shifts in classroom
practice.

Teacher Support and Capacity Constraints

Teachers and headmasters described academic support mechanisms such as demonstration classes, peer
observation and review meetings as more effective than one-time training sessions. Observing colleagues
teach and jointly reflecting on classroom practice were seen as particularly valuable for improving

pedagogy.

At the same time, respondents flagged constraints related to teacher availability and training intensity.
Some noted that compared to earlier years, opportunities for long-term and immersive training have
reduced, increasing the risk of routinised teaching practices if continuous academic support is not sustained.

“Earlier, training was very infensive and long-term. Now with new teachers and limifed fime, there is a risk

that practices became rovtine unless there is regular academic handhalding.” (Headmaster, 1D1)

Eicher Senior management identified teacher availability and retention as a long-term strategic risk for the
programme. While the school model and pedagogy were viewed as sound, sustaining quality was seen as
dependent on the ability to attract, motivate and retain teachers within existing financial and structural
constraints. This was framed as a system-level issue rather than an implementation failure.

“The biggest vulnerability for a programme like this is the feacher pipeline. The model works, but if we are
not able to continuously bring in and refain commitfed teachers, the quality can slowly get dilufed aver

fime." (Eicher Senior management, 1DI)

This perspective aligns with school-level accounts that highlight the fragility of gains when experienced
teachers leave and newer teachers receive less intensive training.

Furthermore, no statistically significant association was observed between teachers’ exposure to training
activities and student engagement outcomes, including conceptual understanding and attentiveness during
lessons (P ==0.15, p = 0.31; p = 0.08, p = 0.59; n = 50). This suggests that while training may contribute
to changes in instructional practice, its effects on student engagement are likely indirect and mediated
through how training is translated into classroom-level pedagogical strategies rather than through exposure
alone.

Teaching Constraints and Classroom Challenges

Program teachers most commonly reported challenges related to classroom heterogeneity and learner
preparedness. Multi-level classrooms and varied learning levels were cited by 22% of respondents,
indicating persistent difficulty in balancing pace, depth and attention within the same lesson. Closely
related, 20% reported challenges in teaching weak or low-performing learners, describing the need for
repeated explanation and individual attention, often requiring slower instructional progression. Together,
these responses point to structural instructional constraints rather than subject-specific difficulties.

Student attendance emerged as another salient challenge. Irregular attendance or absenteeism was
reported by 16% of teachers, with responses noting disruption to lesson continuity and increased learning
gaps when students return after prolonged absence. This challenge was often described in relation to
learning retention rather than classroom discipline, suggesting downstream instructional effects rather than
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behavioural concerns. Across interviews, stakeholders repeatedly cited seasonal migration for work, illness,
and household labour demands as key reasons for irregular attendance, particularly among economically
vulnerable families. While respondents noted that short-term absences can often be resolved through
follow-up and counselling, longer disruptions linked to migration were widely acknowledged as difficult to
prevent.

In response, schools described adopting flexible attendance practices. In some cases, children were
encouraged to attend school for part of the day or to return for short periods when families were
temporarily present in the village. Respondents viewed this flexibility as preferable to complete
disengagement, as it helps children maintain continuity and an ongoing connection with school despite
intermittent absence.

Language-related challenges were reported by 14% of teachers, particularly in relation to English
vocabulary and comprehension. These responses highlight difficulties in explaining subject-specific
terminology and ensuring conceptual understanding among students with limited language exposure.
Classroom management constraints, including large class sizes, were reported by 10%, often in conjunction
with varied learning levels, indicating compounding instructional demands rather than isolated management
issues.

Material and time constraints were less frequently cited but remain relevant. Lack of TLMs or books was
reported by 10%, with teachers describing reliance on self-made resources. Time pressure related to
syllabus completion and assessment or retention concerns were each reported by 6%, reflecting tension
between curriculum coverage and consolidation of learning.

Extent and sources of learning challenges

Most teachers reported that only a minority of students show persistent difficulty with classwork or
comprehension, with responses concentrated in the lowest proportion categories. This indicates that
widespread struggle is not perceived as the dominant classroom condition, though the presence of
moderate levels of reported difficulty points to continued heterogeneity in learning progress. Control
schools show a similar distribution, with slightly greater dispersion, suggesting more variability in how
learning difficulties are observed and addressed.

When asked to identify reasons for student learning difficulties, teachers most frequently cited irregular
attendance (64%) and lack of parental support (56%). These were followed by difficult home
environments (24%) and low prior exposure or preparedness (20%). Factors such as low student motivation
(20%) and language barriers (12%) were mentioned less frequently, while classroom structure issues such
as large class size or multi-grade handling were reported in only a small minority of cases.

Control school responses reflect a similar ordering of challenges but with some notable differences in
emphasis. Lack of parental support emerged as the most prominent issue in control schools (70% of
teachers), exceeding the corresponding share in program schools. Irregular attendance and difficult home
environments were each reported in 40% of control teachers, lower than in program schools. References to
low preparedness and language barriers were limited in control responses (10% each), suggesting a
narrower range of articulated constraints.

Across both groups, learning difficulties are largely attributed to factors external to classroom instruction.
These constraints disrupt continuity of learning and limit the effectiveness of in-class pedagogical
strategies, even where teachers report using differentiated and supportive methods. However, program
teachers more frequently identified attendance-related disruptions, which aligns with their concurrent
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reporting of differentiated instruction and remediation practices, indicating active engagement with
learning gaps when students are present. The stronger salience of parental involvement constraints in
control schools suggests more limited integration between schools and families in these settings. In
comparison, the elatively lower reporting of parental support as a constraint in programme schools is
consistent with programme features that emphasise community-driven school functioning, including Samuday
Diwas and regular, structured interaction between teachers and community members.

Addressing varied learning levels in mixed-ability and multi-grade classrooms

Multi-level Teaching Techniques Program teachers reported a range of strategies to

used in class (%) address variation in learning levels within the same

classroom, including multi-grade teaching contexts.

ian & - As can be observed in the adjacent graph, there is
. - frequent use of rotating group structures, peer

N SMArteoans -”:fg tutoring, simplified or differentiated TLMs and
an small-group  remediation, alongside assigning

i ey

ants whao finish early

— i different tasks for different learning levels. The
. I diferantigted worksheets ‘ combination of these strategies suggests that
differentiation is approached through both
pmoort weaker learners - 80 instructional design and classroom organisation,

rather than reliance on individual remediation alone.

In the control group, differentiation was most

B s Ly [l ad
to different leaming levels -- commonly reported through peer tutoring and

assigning different tasks, with less frequent use of
@Frogram M Centro structured rotation or remediation groups, pointing
to a more limited response set in heterogeneous

classrooms.
Targeted support for weaker learners

Program teachers reported providing targeted support to weaker learners through a mix of material
adaptation, additional time and instructional support. The most frequently cited strategy was use of
specialised or customised TLMs, reported by 44% of teachers. Remedial or extra instructional time was
reported by 18%, while level-wise worksheets or practice material were reported by 14%. Activity-based
or game-based learning was cited by 12% and individual attention during class time by 8%. A similar
proportion (8%) reported using audio-visual or digital content, while 4% mentioned music-based learning.
Notably, 16% of teachers indicated providing support to weaker learners without specifying particular
methods, suggesting variation in how targeted support is articulated and formalised.

However, A weak and statistically non-significant negative association was observed between the provision
of remedial support by teachers and the proportion of students perceived to understand grade-level
concepts (P = =0.12, p = 0.42; n = 50). Teachers who reported providing remedial or additional support
to weaker students did not consistently report higher levels of conceptual understanding. This likely reflects
the targeted nature of remedial support, which is more frequently implemented in classrooms where
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learning gaps are already pronounced, rather than indicating limited effectiveness of remedial practices
themselves.

In the control group, support strategies were reported less frequently and with fewer distinctions, primarily
centred on visual aids, peer support and individual attention. This limits direct comparability but suggests
differences in the specificity and structuring of support mechanisms.

Reported Changes in Teaching Practices Over Time

When asked about changes in teaching approach over the last 1-2 years, programme teachers most
frequently reported increased use of TLMs and activity-based methods, cited by 30% of respondents.
These changes were described in terms of using self-made materials, games and visual aids to make
concepts more concrete, indicating adaptation at the level of instructional delivery rather than curriculum
content.

A shift towards child-centred and participatory teaching was reported by 22%, with teachers describing
greater emphasis on student involvement, discussion and learning by doing. These responses align with
earlier findings on participatory practices and suggest continuity between reported pedagogy and
perceived change over time. Adaptation to learner diversity was also prominent, teachers reported
aligning teaching more closely to students’ learning levels, including differentiated instruction and remedial
support. Similarly, teachers highlighted increased focus on conceptual clarity and foundational learning,
describing deliberate slowing down, use of simpler explanations and emphasis on understanding before
progression.

Use of digital tools and technology was reported by 14%, typically framed as a supplementary aid to
explanation rather than a primary mode of instruction. Changes related to teacher behaviour and
interaction with students were reported by 12%, including greater patience and improved communication,
indicating perceived shifts in classroom relational dynamics alongside instructional changes. A smaller share
reported improvements in planning and structured teaching practices and provision of additional
instructional time through extra classes or remedial sessions.

Monitoring of student learning and review practices

All teachers in both program and control schools reported using some form of tool or method to monitor
student learning progress, indicating universal engagement with assessment practices across settings. In
program schools, monitoring is anchored in continuous, formative practices. Daily observation was reported
by 86% of teachers, while classwork or homework review and informal oral checks were each used by
88%. Written class tests were reported by 78% and worksheets or workbooks by 76%, indicating
widespread use of low- to mid-stakes assessment tools. End-of-unit tests were used by 54% of teachers,
while reliance on half-yearly or end-of-year examinations was limited to 22%, suggesting that summative
assessments play a comparatively smaller role in tracking learning progress.

Control schools reported a similar range of tools, but with a different emphasis. Daily observation and
classwork or homework review were each reported by 90% of control teachers, while informal oral checks
were lower at 60%. Written class tests and half-yearly or end-of-year examinations were each reported
by 80% of teachers, indicating a stronger reliance on formal and periodic assessments relative to

20



programme schools. Use of worksheets and end-of-unit tests was reported by 50% and 40% respectively,
reflecting a narrower spread of formative tools.

Differences are more pronounced in the frequency of review. In programme schools, 54% of teachers
reported reviewing student work weekly and 32% daily, suggesting regular monitoring with scope for
instructional adjustment over time. In contrast, 80% of control teachers reported daily review, with the
remaining 20% reviewing weekly. This higher concentration of daily checking in control schools may reflect
closer supervision but also points to more routine correction cycles rather than differentiated formative
feedback. It can be observed that program schools exhibit a more diversified assessment approach,
combining observation oral feedback, written work and periodic testing, with relatively lower dependence
on high-stakes examinations. Control schools, while actively monitoring learning, rely more heavily on
formal tests and frequent checking. This pattern aligns with earlier evidence of differentiated instruction in
programme classrooms, where assessment appears to function as a diagnostic and responsive tool rather
than primarily as a summative checkpoint.

Despite strong foundational practices, learning outcomes remain uneven within classrooms, particularly
in mixed-ability and multi-grade settings. Teachers acknowledged that while assessments are conducted
regularly, converting assessment results into individualised learning plans is challenging and time-intensive.

“We do assessments regularly and we know which children are weak. But giving individual attention to
every child is difficull. Sometimes we foke extra classes, but it depends on fime and teacher availability.”
(Headmaster, IDI)

This suggests that while diagnostic awareness exists, the ability to respond consistently at an individual
level varies across classrooms and is constrained by time and staffing.

Student attendance patterns and household-level constraints

Programme schools reported relatively stronger attendance consistency. Nearly seven in ten program
teachers indicated that at least 76% of students attend school regularly, compared to an even split in
control schools between the 51-75% and 76—100% attendance categories. This suggests greater stability
in attendance patterns within program classrooms, though irregular attendance remains present. Follow-up
with families of irregular students was universal across both groups, indicating comparable teacher effort.
The distinction emerges in how teachers characterise the underlying causes of absenteeism.

In program schools, absenteeism was primarily attributed to household and livelihood-related constraints.
Household chores and domestic responsibilities accounted for the largest share of responses, followed by
illness-related absences and participation in family events, agricultural work or accompanying family
members for travel. Parental unawareness was cited relatively infrequently, reported by only 6% of
programme teachers. In contrast, control school responses placed substantially greater emphasis on
parental disengagement. Lack of parental support or awareness was reported in 30% of control cases,
making it one of the most frequently cited constraints, alongside illness and household work. This proportion
is markedly higher than in programme schools and indicates weaker alignment between schools and
families in control settings.

The lower salience of parental support as a constraint in program schools suggests a meaningful contextual
difference rather than an absence of household pressures. Program teachers continue to report attendance
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disruptions linked to domestic and livelihood demands, but are less likely to frame these disruptions as
stemming from parental disengagement. This pattern is consistent with programme design features that
emphasise community-driven school functioning, regular parent interaction and collective engagement
through mechanisms such as Samuday Diwas. While these elements do not eliminate structural attendance
barriers, they appear to mitigate gaps in parent—school linkage that are more pronounced in control
schools.

Attendance Vulnerability and Adaptive School Responses

Attendance is not uniformly stable and remains vulnerable to external pressures. Across interviews,
stakeholders repeatedly cited seasonal migration for work, illness, and household labour demands as key
reasons for irregular attendance, particularly among economically vulnerable families. While respondents
noted that short-term absences can often be resolved through follow-up and counselling, longer disruptions
linked to migration were widely acknowledged as difficult to prevent.

In response, schools described adopting flexible attendance practices. In some cases, children were
encouraged to attend school for part of the day or to return for short periods when families were
temporarily present in the village. Respondents viewed this flexibility as preferable to complete
disengagement, as it helps children maintain continuity and an ongoing connection with school despite
intermittent absence.

Parental Interaction and Involvement

Teachers in program schools report regular and institutionalised engagement with parents, with 90%
interacting weekly, compared to largely monthly interactions in control schools (70%). This indicates that
parent teacher communication is more systematically embedded in program schools. Discussions in
programme schools are predominantly learning-focused, centring on children’s academic progress (78%)
and attendance and regularity (64%), alongside homework, behaviour, health and home learning
conditions. Control schools report a narrower discussion focus, largely limited to academic progress and
attendance.

Despite frequent interaction in programme schools, parental involvement at home remains constrained. A
majority of teachers report little involvement (58%), while 34% describe parents as somewhat involved
and only 4% as very involved. This pattern mirrors control schools, where parental involvement is similarly
limited, suggesting that while programme schools have been more effective in initiating communication,
translating this engagement into sustained academic support at home remains a challenge.

Impact of Parent Interaction on Student Attendance and Engagement

Teacher and parent interaction frequency was not positively associated with student attendance regularity.
A weak and non-significant negative relationship was observed between the frequency of parent
interaction and the proportion of students attending school regularly (p = =0.23, p = 0.11; n = 50). This
suggests that parent engagement may often be reactive initiated in response to attendance concerns
rather than serving as a preventive mechanism, with broader household and structural factors continuing to
shape attendance patterns.

Weak and statistically non-significant negative associations were observed between the frequency of
teacher parent interactions and student engagement outcomes, including conceptual understanding and
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attentiveness during lessons (P = =0.18, p = 0.21; p = =0.14, p = 0.33; n = 50). Teachers who reported
more frequent interactions with parents did not consistently report higher levels of student engagement,
suggesting that parent engagement is often initiated in response to learning or engagement concerns
rather than serving as a preventive or enabling factor. This reinforces the need for more structured and
proactive approaches to parent involvement if engagement-related gains are to be realised.

School Health, Nutrition and Basic WASH Facilities

In program schools, all teachers reported that children receive daily food support, though this does not
constitute full cooked meals. Instead, the programme provides supplementary nutritional accompaniments,
including fruits, sesame laddoos and rewadi, sweet puffed rice, biscuits, Agra petha and selected cooked
items such as vegetables, dal, mixed vegetables, kadhi pakora, pulao and savoury khichdi. These inputs
are intended to complement existing arrangements particularly the government mid-day meal scheme
rather than replace them.

In control schools, only 50% of teachers reported daily food provision, while the remainder indicated that
no meals are offered at school. This divergence likely reflects structural differences between
government-run and private schools, rather than programme absence alone, as private schools typically do
not provide mid-day meals. The comparison therefore highlights contextual variation rather than a direct
programme effect on meal provision.

Beyond nutrition, teachers reported strong availability of basic WASH facilities in program schools. Nearly
all program schools were reported to have access to safe drinking water and all confirmed the presence
of separate, functional toilets for boys and girls. Teachers also consistently reported that program schools
conduct regular student health check-ups and maintain records of vitals or BMI, indicating institutionalised
attention to preventive health monitoring.

Infrastructure Gaps as Participation Constraints

Parent FGDs highlighted specific infrastructure gaps that affect children’s participation and comfort in
school. These included lack of playgrounds or common assembly spaces, overcrowding during events and
unreliable access to water in some locations. Parents linked these constraints not to dissatisfaction with
teaching quality, but to limits on how children engage in daily school routines. In one FGD, parents
described recurring water supply disruptions caused by external factors beyond the school’s control

“The water pdipelime comes from for owoy and sometimes formers diver? it for Hheir fields. When this
hoppens, there is no woter in the school. The children monoge, buf it becomes difficwlt during fthe doy.™
{Paremnts, FIGD)

These accounts suggest that basic infrastructure and utilities influence participation and dignity, even where
academic practices and teacher engagement are strong.

3.2.3. Impact

ASER - Foundational literacy and Numeracy

Respondent Profile
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The student sample covered Classes 3 to 5 in both programme and control schools, with a broadly
comparable grade-wise distribution. In the programme group (n = 200), Class 4 constituted the largest
share at 36%, followed by Class 3 at 33% and Class 5 at 31%, indicating balanced representation across
upper primary grades. The control group (n = 150) showed a slightly different pattern, with Class 5
accounting for the largest proportion at 37.3%, followed by Class 3 at 34% and Class 4 at 28.7%.

Gender composition was broadly balanced across grades in both groups. In the programme sample, male
students constituted 53.5% (n = 107) and female students 46.5% (n = 93), with similar male—female
distributions within each class. The control sample followed a comparable pattern, with 52.7% male
students (n = 79) and 47.3% female students (n = 71). Across both groups, no sharp gender skew was
observed within any single grade, supporting comparability of the samples by class and gender.

Foundational literacy outcomes based on ASER assessment

Foundational reading outcomes were assessed using an ASER-aligned tool among programme and control
students in Classes 3 to 5. Reading proficiency is classified into ordered levels, with the ability to read a
short story treated as the functional benchmark. Results are interpreted alongside Rajasthan rural and
national rural ASER benchmarks to contextualise attainment.

In Class 3, reading outcomes among programme students are strongly concentrated at higher proficiency
levels. A majority of programme students are able to read at Story level (57.6%), followed by Paragraph
level (30.3%). A smaller proportion are assessed at Word level (9.1%), while no programme students fall
at Beginner or below-letter levels and only 3% remain at Letter level. In contrast, the control group shows a
more dispersed distribution, with only 25.5% of students at Story level and 19.6% at Paragraph level. A
substantial share of control students remain at lower reading levels, including 25.5% at Letter level, 23.5%
at Word level, and 5.9% at Beginner or below-letter level.

Story-level reading among programme students is substantially higher than both Rajasthan rural (18.6%)
and national rural (27%) ASER benchmarks for Class 3, indicating stronger functional reading attainment
among programme students at the early primary stage.

Class 3 Feading Levels (%)

Beginner [ Less than Leftar Leve _
LetMFrograr (M=83) B Control [N=51
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Figure 10: Class 3 Reading Levels
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In Class 4, reading proficiency among programme students shows a pronounced concentration at advanced
levels. A large majority of programme students are assessed at Story level (87.5%), with an additional
11.1% at Paragraph level. Only 1.4% of students remain at Letter level, and no programme students are
assessed at Beginner or Word levels. The control group records 53.4% of students at Story level and
23.3% at Paragraph level, while 16.3% remain at Beginner or Letter levels combined.

Programme students substantially outperform both Rajasthan rural (32.7%) and national rural (40%)
benchmarks for Story-level reading. While the control group also performs above state and national
averages, the programme group demonstrates a much stronger consolidation of advanced reading ability
by Class 4.

Class 4 Feading Levels (%)
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Figure 11: Class 4 Reading Levels

In Class 5, reading outcomes among programme students are heavily concentrated at the highest
proficiency level. A large majority of programme students are able to read at Story level (88.7%), with a
further 11.3% at Paragraph level. No programme students are assessed at Beginner, Letter, or Word
levels, indicating near-universal attainment of functional reading skills within the assessed group. The control
group shows lower concentration at advanced levels, with 53.6% of students at Story level and 25% at
Paragraph level. Notably, 21.5% of control students remain at Beginner, Letter, or Word levels combined.

Compared to benchmarks, programme students outperform both Rajasthan rural (47.6%) and national
rural (48.7%) averages for Story-level reading in Class 5. This suggests strong consolidation of reading
proficiency among programme students by the upper primary stage, alongside a clear advantage relative
to both comparison groups and broader rural benchmarks.
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Figure 12: Reading Levels Class 5

Foundational numeracy outcomes based on ASER assessment

In Class 3, arithmetic performance among programme students is concentrated at the Subtraction level. A
majority of programme students (66.7%) are able to solve subtraction problems, while 9.1% are able to
solve Division-level problems. A further 22.7% remain at double-digit number recognition, and 1.5% at
single-digit number recognition. No programme students are assessed at Beginner or below-single-number
levels. In comparison, the control group shows lower concentration at higher arithmetic levels. 60.8% of
control students are able to solve subtraction problems and only 2.0% reach the Division level. A
substantial proportion of control students remain at foundational levels, including 19.6% at single-digit
number recognition and 11.8% at double-digit number recognition, alongside 5.9% at Beginner or
below-single-number level.

Division-level performance among programme students exceeds both Rajasthan rural (5.7%) and national
rural (11.4%) benchmarks for Class 3. Subtraction-level attainment is also substantially higher than
benchmark levels, indicating relatively stronger arithmetic attainment among programme students at this
grade compared to both control students and broader rural benchmarks.
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Figure 13: Arithmetic Levels Class 3

In Class 4, arithmetic proficiency among programme students shows a clear upward shift towards

higher-order skills. Over half of programme students (52.8%) are able to solve Division problems, while

40.3% are assessed at the Subtraction level. Only 6.9% remain at double-digit number recognition, and

no programme students are assessed at Beginner or single-digit recognition levels. The control group shows

lower Division-level attainment, with 27.9% of students able to solve Division problems and 44.2% at the
Subtraction level. A notable share of control students remain at foundational levels, including 9.3% at

single-digit recognition and 18.6% at double-digit recognition.

Division-level performance among programme students substantially exceeds both Rajasthan rural (13.5%)

and national rural (21.5%) benchmarks for Class 4. While the control group also performs above

benchmark levels, the programme group demonstrates a much stronger consolidation of higher-order

arithmetic skills by this stage.

Arithmetic Levels Class 4 (%)
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Figure 14: Arithmetic Levels Class 4
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In Class 5, arithmetic outcomes among programme students are strongly concentrated at the Division level.
A large majority (69.4%) of programme students are able to solve Division problems, while 25.8% are
assessed at the Subtraction level. Only 4.8% remain at number recognition levels combined, and no
programme students are assessed at Beginner or below-single-number levels. In contrast, the control group
shows a more dispersed distribution. 33.9% of control students are able to solve Division problems, while
41.1% remain at the Subtraction level. A further 25.0% of control students are assessed at number
recognition or Beginner levels combined.

Compared to benchmarks, programme students perform well above both Rajasthan rural (21.9%) and
national rural (30.7%) Division-level averages for Class 5. This indicates strong arithmetic proficiency
among programme students by the upper primary stage, alongside a clear advantage relative to both
control students and broader rural benchmarks.

Arithmetic Levels Class 5 (%)
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Figure 15: Arithmetic Levels Class 5

The ASER results indicate that a large share of programme students meet or exceed functional learning
benchmarks in both reading and arithmetic across assessed grades. Programme students consistently show
substantially higher concentrations at Story level reading and Division level arithmetic compared to control
groups and Rajasthan and national rural benchmarks, indicating relatively strong foundational learning
attainment within the assessed cohort.

Arithmetic outcomes consolidate earlier and more uniformly than reading outcomes. Division-level
proficiency increases sharply between Class 3 and Class 4 and becomes dominant by Class 5, with nearly
seven in ten programme students able to solve Division problems by the upper primary stage. Reading
outcomes show a similar but slightly more gradual consolidation pattern. While Class 3 reading outcomes
already demonstrate a strong shift towards paragraph and story levels, full consolidation at the Story-level
benchmark becomes pronounced by Class 4 and is near-universal by Class 5 among programme students.

Despite overall strong attainment, within group variation persists at earlier grades, particularly in
arithmetic at Class 3 and reading at the transition from Class 3 to Class 4. A subset of students remains
below functional thresholds during these stages, underscoring the continued importance of targeted
academic support, especially during key grade transitions. By Class 5, however, both reading and
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arithmetic outcomes among programme students show high levels of convergence at grade-levant
proficiency benchmarks.

Comparative learning outcomes by gender and study group

In programme schools, reading outcomes were strongly concentrated at the highest competency level for
both girls and boys. Among girls, 82.8% were assessed at story level, with a further 14% at paragraph
level. Only 3.2% were at word or letter level. Boys in programme schools showed a similar pattern, though
with slightly greater dispersion: 73.8% reached story level and 20.6% paragraph level, while around
5.6% remained at word or letter level. This indicates high overall reading proficiency in programme
schools, with marginally stronger concentration at advanced levels among girls.

In contrast, control schools exhibited a flatter distribution across reading levels for both genders. Among
control girls, less than half (45.1%) reached story level, while a substantial share remained at paragraph
(21.1%), word (14.1%) or letter and beginner levels (19.7% combined). Control boys showed a
comparable pattern, with 43% at story level and 24.1% at paragraph level, but nearly one-third
distributed across word, letter or beginner levels. Compared to programme schools, control groups show
both lower attainment at advanced reading levels and greater persistence of foundational gaps, with
these gaps slightly more pronounced among boys.

Mathematics performance in programme schools was concentrated at higher-order operations for both
genders. Among girls, 50.5% were assessed at subtraction level and 40.9% at division, with fewer than
9% below double-digit number recognition. Programme boys showed a similar but slightly stronger
distribution at the top end, with 45.8% reaching division level and 39.3% at subtraction, though a higher
share (14%) remained at double-digit number recognition compared to girls.

Control schools again displayed lower overall attainment and greater dispersion. Among control girls,
49.3% reached subtraction level, but only 22.5% reached division, with over one-quarter remaining at
single- or double-digit number recognition or below. Control boys followed a similar pattern, with 48.1%
at subtraction and just 20.3% at division, alongside a sizeable minority (31.6%) at foundational numeracy
levels.

Across both reading and mathematics, programme schools show a consistent upward shift in learning
distributions relative to control schools for both girls and boys. Gender differences within programme
schools are modest, with girls slightly more concentrated at the highest reading level and boys marginally
more represented at division in mathematics. In control schools, learning gaps are wider and more evenly
spread across lower and middle competency levels, indicating less consolidation at advanced skills for both
genders.

Student Learning Behaviours

Teachers in program schools most commonly reported that a majority of students are able to work
independently for at least part of classroom time. Over half of teachers indicated that between 51-75%
of students demonstrate independent working ability (52%), while a smaller proportion placed this figure
above 75%. Fewer teachers reported very low levels of independence, 30% reporting such independence
only among 26% to 50% of students.

This distribution suggests that independent work is present but not universal, aligning with classroom
contexts where teachers continue to balance whole-class instruction with guided support. The concentration
in the mid-range indicates partial internalisation of routines rather than full autonomy, which is consistent
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with classrooms characterised by mixed learning levels and multi-grade teaching. In control schools,
responses were more evenly distributed across categories, indicating less consistency in observed
independent learning behaviours.

Teachers largely reported positive collaborative behaviour among students, with most indicating that more
than half of students are able to work well in group settings. A substantial share placed collaboration
levels in the 51-75% range (50%) followed by 38% teachers reporting 76 to 100% students
collaborating well withing groups.

This pattern is consistent with the reported prevalence of group-based practices and peer interaction in
program classrooms. At the same time, the absence of universal high collaboration suggests that group
work effectiveness varies within classrooms, potentially reflecting differences in group composition, task
structure or facilitation. Control group responses show similar trends but with less concentration at higher
collaboration levels, suggesting more uneven group dynamics.

Changes in students’ behaviour, confidence and participation

Teachers across both program and control schools reported positive changes in students’ behaviour,
confidence and participation over the past year; however, the nature and depth of these changes differed
between the two groups. In program schools, changes were more frequently articulated in terms of
increased student confidence and active classroom participation, with over a quarter of teachers
highlighting greater willingness among students to speak, share ideas and engage in discussions. Teachers
also pointed to improved communication skills and more consistent participation in group work and
school-level platforms, suggesting a shift towards more interactive classroom processes.

In contrast, control school teachers were more likely to describe changes in general or outcome-oriented
terms, such as improved learning or overall student development, without clearly specifying associated
behavioural or participatory shifts. Where participation was mentioned in control schools, it was typically
framed as a gradual or emerging change rather than a sustained classroom pattern.

Across both groups, some teachers noted improvements in learning-related behaviours, discipline and peer
interaction; however, in program schools these were more often described as observable classroom
practices (initiative-taking, independent learning, collaboration), whereas in control schools they were
reported more broadly or without detailed elaboration. A small number of respondents in both groups
were unable to comment due to limited exposure or recent appointment.

Classroom Observations: Key Insights on Instructional Processes

Classroom observations were conducted to understand how teaching and learning unfold within
programme classrooms, with a focus on instructional practices, student engagement, and the use of
classroom resources. The observations provide process-level evidence on classroom dynamics and
pedagogical enactment, helping to explain how learning is being supported in practice, not merely
whether teaching is taking place.

Teaching practices and instructional depth

Across observed classrooms, instruction was generally structured, with teachers maintaining clear lesson
flow and classroom routines. Teachers frequently relied on verbal explanation and questioning to guide
instruction and check for understanding. In several classrooms, teachers responded immediately to student
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answers by correcting errors or prompting students towards the expected response, indicating active
monitoring of student progress during lessons.

Observation notes suggest that feedback was typically criteria-based, focusing on whether an answer was
correct or aligned with the task requirement. For instance, in one mathematics lesson, when a student gave
an incorrect subtraction response, the teacher reworked the problem step-by-step on the board and asked
the student to repeat the correct process. While this supported task completion, opportunities for the
student to explain their original reasoning or reflect on the error were limited.

Explicit attention to metacognition, where students are encouraged to articulate how they think, why a
strategy was chosen, or what led to an error, was less consistently observed. In most classrooms,
instructional emphasis remained on arriving at the correct answer rather than on making students’ thinking
processes visible. This pattern suggests that while teachers are actively engaged in guiding learning, there
is scope to deepen instructional practice by shifting from answer-focused instruction to reasoning-focused
dialogue.

Student engagement and classroom roles

Students across classrooms were largely attentive and responsive, with most lessons showing sustained
engagement through teacher-led questioning. Observation notes frequently recorded students raising
hands to answer questions or responding in unison, indicating familiarity with classroom expectations and
comfort with participation.

However, student engagement was predominantly reactive rather than generative. For example, in a
language lesson, students responded to teacher questions about a text read aloud, but there were limited
opportunities for students to discuss interpretations with peers or ask questions of their own. Similarly, group
work or pair-based discussion was rarely observed, even in multi-grade settings. This suggests that
students’ roles were primarily those of respondents to teacher prompts, rather than active constructors of
knowledge through dialogue or collaboration.

While structured group work was limited, peer tutoring emerged as a natural and recurring classroom
practice. Observation notes indicate that students frequently supported one another by explaining steps,
clarifying instructions or checking answers. This peer support appeared spontaneous rather than
teacher-assigned, suggesting that collaborative learning has become an embedded classroom norm rather
than a formally introduced strategy. Such interactions played an important role in sustaining engagement
and enabling students to keep pace with lessons.

Use of Teaching Learning Materials and experiential learning

Teaching Learning Materials were present in several classrooms and were used by teachers to support
explanation. In one observed mathematics classroom, number cards were used by the teacher to
demonstrate place value concepts at the front of the class. Students followed the demonstration attentively
but only a few had opportunities to manipulate the materials themselves. Observation notes indicate that
student-level, hands-on engagement with materials was inconsistent across classrooms. This suggests that the
programme has enabled the presence of TLMs in classrooms but further support may be required to
embed their use into student-centred instructional practices.

However, observations also captured instances of experiential and context-based learning, in mathematics
instruction itself. In one observed lesson, the teacher conducted the session outdoors in the school
playground. Students were asked to form triangles by standing at three points and then rearranging their
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positions to create different types of triangles. Measuring tapes were used by students to record side
lengths and these measurements were then discussed to understand how the lengths of different sides
relate to one another and what rules govern triangle formation. This activity enabled students to physically
experience geometric concepts and link abstract rules to concrete measurement, illustrating the potential of
contextual and activity-based instruction.

Assessment and feedback practices

Teachers regularly employed informal formative assessment strategies such as oral questioning and
immediate correction to gauge understanding during lessons. Feedback was typically provided in real time
and focused on task accuracy. For instance, when students struggled with a reading passage, the teacher
repeated the sentence aloud and prompted students to respond again, reinforcing correct pronunciation or
recall.

However, practices that encourage students to reflect on their own learning, assess their understanding, or
explain why an answer is correct were observed less frequently. The assessment process therefore
functioned primarily as a mechanism for monitoring correctness rather than as a tool for deepening
conceptual understanding.

Subject-specific learning environments

In language classrooms, instruction relied heavily on oral interaction and whole-class teaching. Observation
notes did not consistently record the presence or use of reading corners, independent reading time, or
structured comprehension strategies. This suggests that while oral language engagement is strong,
opportunities for sustained interaction with texts may be limited within classroom routines.

In mathematics classrooms, teachers guided students through problem-solving using explanation and
questioning. While students were able to follow demonstrated steps, there were few observed instances
where students explored alternative strategies or explained their reasoning in their own words. This
pattern points to an emphasis on procedural understanding over conceptual exploration.

Classroom Infrastructure and WASH Facilities

Classroom infrastructure across observed schools was largely adequate to support routine teaching
learning activities, including sufficient seating space, usable blackboards, TLM’s and classroom furnishings.
Classrooms were generally orderly and functional, allowing lessons to proceed without major physical
constraints.

In several schools, science laboratory materials and sports equipment were present but not in regular use
during instructional time. Materials were typically stored rather than actively used, reflecting limited
availability of supplies and constraints on usable space. Opportunities for sports and physical activity were
further restricted by the lack of adequate open areas, limiting regular practice despite the presence of
basic equipment.

However, water and sanitation facilities were limited in most schools visited during the observations. In some
cases, running water was not available either for drinking purposes or within toilet facilities at the time of
the visit. This constraint represents a basic infrastructural gap that may affect student comfort, hygiene
practices, and overall school experience.

Recommendations
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Classroom observations indicate opportunities to strengthen instructional depth by placing greater
emphasis on students’ reasoning and reflection during lessons. While questioning and feedback practices
are in place, encouraging students to explain their thinking, reflect on errors and explore alternative
approaches may support deeper conceptual understanding

Greater student-level engagement with Teaching Learning Materials may enhance active learning, as
materials were often present but used primarily for teacher demonstration. Expanding experiential and
context-based approaches, such as the observed outdoor mathematics activity, could further support
conceptual clarity using low-cost and locally available resources.

Finally, addressing practical constraints related to infrastructure may improve enabling conditions for
learning. This includes improving access to drinking water and functional sanitation facilities, as well as
supporting more effective use of existing science and sports resources by addressing limitations related to
consumable supplies and space.

Life Skills Measurement Tool — Elementary (Stage)

The LSMT-E assessment was administered to Class Gender
100 beneficiary students in order to profile life

skills  across  cognitive,  personal  and

inter-personal domains. The assessed cohort 35
includes students from Class 6 to Class 8 and .
reflects the programme’s core beneficiary age

band. Respondents range from 9 to 15 years,

with a concentration in early adolescence, as -'E as5 6
W Class
67 students are aged 12 or 13. The sample is Class B EMale ®Female

relatively balanced by gender, with 53 girls

and 47 boys. This profile provides an

appropriate basis for subgroup-level description by class and gender within the beneficiary group, while
remaining cross-sectional in nature and not designed for causal attribution.

The tool comprises 36 situational items, each with four response options that are converted to ordinal
scores on a 1—4 scale using the scoring embedded in the administered instrument. ltem-level scores were
aggregated into three domains and a global score, and then benchmarked into Emerging, Basic,
Competent and Proficient categories using standard LSMT-E cut-offs. (As the assessment was implemented
without baseline or a comparison group, the results should be interpreted as a point-in-time profile of
beneficiary life skills and not necessarily, a measure of programme-induced change.)

Global LSMT-E Performance Within this assessed beneficiary cohort, the global
Categories score distribution is concentrated in the mid to
upper attainment bands. The mean global LSMT-E
i score is 121.3, and the category distribution
indicates that 82 students fall in the Competent
band, 7 in Proficient, 10 in Basic and 1 in
Emerging. This pattern suggests that most assessed

1 10 7 beneficiaries demonstrate functional life skills as
| — . . , .
. defined by the instrument’s normative framework,
- L o s = . . . .
oy - o o 0 with  limited clustering at the lowest band.
~ o b 4
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Reporting against categorical thresholds strengthens interpretability relative to mean scores alone: treating
Competent and above as a proxy for functional proficiency, a substantial majority of assessed students

meet minimum benchmarks at the time of
Figure SEQ Figure \* ARABIC 18: Global LEMT-E Performance

Categories assessment.

Domain-level results indicate broadly comparable attainment across domains, with marginal differences in
central tendency. Mean scores are 39.6 for the Cognitive domain, 40.7 for the Inter-personal domain and
41.1 for the Personal domain. The similarity of domain means suggests that the cohort does not exhibit
sharply uneven life-skills development at the aggregate level, though heterogeneity persists within the
sample, reflected in the presence of Basic and Emerging classifications. These lower-band results point to a
subset of beneficiaries who may require additional or differentiated support, rather than indicating
uniformly high attainment across all students.

Class wise Distribution of LSMT-E The class-wise distribution of attainment is
Categories (%) broadly stable, with most students in each
grade falling in the Competent band. In

553 Class 6, 84.8% of students are Competent,

| T 6.1% are Basic, 6.1% are Proficient and 3%
are Emerging. Class 7 shows 81.2%

“, - Competent, 12.5% Basic and 6.2%

_3_75 Proficient. Class 8 shows 80% Competent,
11.4% Basic and 8.6% Proficient. The

Basic (%] 125 similarity of these distributions across Classes
| R 6—8 supports a consistent attainment profile
across grade cohorts within the beneficiary

Emerging {3 I group.
- Gender-disaggregated analysis indicates
lass @ Class T Class 8 modest differences in central tendency, with

girls recording a slightly higher mean global
score (122.5) than boys (120). The magnitude of the difference is limited and should be interpreted as
descriptive rather than evidence of gender-differentiated programme effects. At the threshold level, both
girls and boys are predominantly clustered in the Competent band, suggesting that minimum functional
benchmarks are being met across genders in the assessed cohort.

Taken together, the LSMT-E results provide a coherent beneficiary life-skills profile for the programme’s
target age group, indicating that most assessed students demonstrate functional competencies across
domains, while a smaller subset remains below the Competent threshold. In evaluative terms, the observed
pattern of relatively higher personal and inter-personal domain scores is consistent with programme
modalities that emphasise participatory learning, peer interaction and classroom engagement. This
alignment constitutes plausible contribution evidence between programme design and measured outcomes.
a small subset of students falls below the Competent threshold in the cognitive domain, pointing to uneven
consolidation of higher-order decision-making and problem-solving skills Highlighting the importance of
identifying students who may require intensified support.

Digital Literacy Self-Assessment: Test Overview and Sample Profile
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The Digital Literacy Self-Assessment was administered to 100 students in Classes 6—8 to capture
self-reported access, usage and perceived ability related to smartphone and internet use. The tool was
explicitly framed as not a test, with no right or wrong answers, to encourage honest responses. It assessed
four domains: basic smartphone use, recent educational and social media use, awareness of digital safety
practices and perceived ability to independently perform common digital tasks. Scenario-based questions
were included to gauge procedural understanding, while remaining self-reported. Findings therefore
reflect perceived digital capability and exposure, not observed proficiency.

Sample Composition

Class Gender The sample was concentrated in early
adolescence. Students aged 11-12 years
comprised 51% of respondents, followed
by those aged 13-14 years at 42%.
Younger students aged 9-10 vyears
accounted for 6%, while 1% were aged
15-16 years. Grade-level representation

was evenly distributed, with 33% each in
Classes 6 and 7 and 34% in Class 8,
enabling balanced descriptive analysis

as5s @
#55 7
@55

-
.'\-
p
.'\-
P
.'\-

across cohorts. Gender composition was
broadly balanced, with 52% female and
48% male students and a broadly even gender distribution within each class, limiting compositional bias in
aggregate findings.

The sample reflects programme beneficiaries at the time of assessment. Given the beneficiary-only
coverage and the self-reported nature of the tool, findings are presented as descriptive of the assessed
cohort.

Smartphone Access and Use

Canuse a The assessment indicates near-universal self-reported familiarity with
smariphone (%) basic smartphone functions among the surveyed students. 92% reported
g2 that they know how to use a smartphone for activities such as calling,

sending messages or opening apps, while 6% reported that they do not
.. B2
= . available benchmarks, the reported level of basic smartphone use
. among programme beneficiaries is higher than estimates reported in

know how to do so. A further 2% were unsure. When viewed against

o, o rural Rajasthan (78.9%) and rural India (82.2%) from ASER 2024.
_3@3& _-a-'"-- Among students who reported knowing how to use a smartphone (n =
@ £ 3:"‘ 92), access was predominantly mediated through family members rather
@ = than personal ownership. 84.8% reported using their parents’

smartphone most often, while 13% relied on a sibling’s phone. Only
1.1% reported using their own smartphone, and 1.1% indicated that they did not use any smartphone
despite reporting basic familiarity.

In comparison, ASER 2024 reports higher levels of personal smartphone ownership among rural
adolescents, with 38.5% in Rajasthan and 31.4% at the national level reporting use of their own phone.
The substantially lower level of personal device access observed in the programme cohort points to a
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pattern of shared and supervised access, which has implications for the frequency, autonomy and type of

digital engagement possible for students.

Recent Smartphone Use for Educational and Recreational Purposes

82% of the respondents indicated that they had used a
smartphone in the last seven days for study-related
purposes such as watching educational videos, searching
for answers or sending doubts. 14% reported no such
use, while 4% did not recall their recent usage. This
indicates that, within the assessed cohort, smartphones
are commonly integrated into learning-related activities,
at least on an occasional basis. When placed alongside
available benchmarks, the reported level of educational
smartphone use is higher than ASER 2024 estimates for
Rajasthan (50.5%) and India (57%). This comparison is
indicative, as ASER figures are drawn from a different
should be
interpreted as directional context rather than a direct

age group and survey instrument, and

performance comparison.

Lse of smartphone in the last 7
days (%)

Jse of Smartphone for Use of Smartphone for
Apadernic Purposes Apcassing Soca
iedia

B Prograrn M Rajasthan (A5ER) W Mationa

40% of students reported using social media applications or websites in the last seven days, while 53%

reported no such use. An additional 7% indicated that they consumed online videos but were not familiar

with the names of the platforms used. In contrast, ASER 2024 reports substantially higher social media use

among rural adolescents, at 73.5% in Rajasthan and 76% nationally, suggesting lower self-reported

engagement with social platforms within the programme cohort.

48% of students reported playing games on a smartphone or the internet in the last seven days, while an

equal 48% reported no gaming activity. A further 4% reported playing only a couple of times and not

regularly. This distribution suggests that recreational digital use through gaming is present but not universal

among the assessed students.

Digital Safety Awareness and Account Management

Digital Safety and Awaremess (%)

sag 62 .
56.3 55.2 388 5.8 57.1

425

Making a social mediaBlocking or reporting a
profile public or - profile on social media
private

passwiords

B Program M Rajasthan Maticnal

Changing aczount

This section draws on responses from
students who reported using social
media or online platforms (n = 40).
Self-reported digital safety and
account management awareness was
limited across multiple indicators. Only
22.5% that

independently block or

reported they could
report a
profile on social media, while 32.5%
were unsure and 45% did not know
how to do so. This is substantially
lower than ASER 2024 estimates for
rural adolescents, reported at 58.9%

in Rajasthan and 62% nationally.
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A similar pattern was observed for privacy setting management. 35% reported being able to make a
social media profile public or private on their own, compared to 22.5% who were unsure and 42.5% who
reported no knowledge of this function. Corresponding ASER figures are higher, at 56.3% for Rajasthan
and 55.2% nationally. Self-reported ability to change account passwords was reported by 42.5%, while
15% were unsure and 42.5% reported being unable to do so, again below ASER benchmarks of 56.8% in
Rajasthan and 57.7% nationally. Awareness of not sharing OTPs or passwords was relatively higher, with
50% reporting clear awareness, though 22.5% remained unsure and 27.5% reported no awareness,
indicating that basic risk awareness is present for some students but not consistently internalised across the
cohort.

These findings suggest that while a subset of digitally active students report basic awareness of digital
safety practices, independent execution of key safety and account management actions remains limited.
Compared to available ASER benchmarks, the programme cohort reports lower levels of digital safety
awareness across multiple dimensions.

Functional Digital Independence in Common Smartphone Tasks

Self-reported ability to perform routine smartphone tasks varied across functions. 63% of students
reported that they could unlock a smartphone using a PIN, pattern or fingerprint independently, while 14%
could do so only with assistance and 23% reported that they could not perform this task. Ability to save a
new contact was higher, with 71% reporting independent ability, 15% requiring help and 14% unable to
do so. Reported competence was highest for connecting a phone to Wi-Fi, where 76% indicated
independent ability, 4% required assistance and 20% could not perform the task. For taking a screenshot
and sharing it via WhatsApp or a similar application, 67% reported independent ability, 14% required
help and 19% reported inability. In contrast, identifying suspicious messages or links and knowing how to
respond showed the lowest independent capability, with 30% able to do this on their own, 20% requiring
assistance and 50% unable to do so.

The pattern indicates stronger self-reported competence in frequently used operational tasks than in tasks
requiring judgement and digital risk awareness. While a majority report independent ability in basic
device and connectivity functions, a substantial share remains dependent or unable when faced with
safety-related situations, suggesting uneven functional digital independence within the assessed cohort.

Applied Digital Task Execution: Self-Reported vs Demonstrated Ability

Ability to Perform Digital Tasks (%) The assessment combined self-reported
familiarity with task-based questions to

ot g3y examine whether students  who
- 4 TO.B

855 1.1 703

reported knowing how to perform a

task could also identify the correct
procedural steps.

For setting an alarm on a smartphone,
70% reported that they knew how to
set an alarm. When asked to identify

. ) the correct steps, 37.1% selected the
Setting an alarm Searching the web for  Looking up videos

"farmation and sharing them correct sequence (Open Clock — Alarm

— Add — 8:30 AM — Save). This is

BFrogram M Rajasthan (ASER Mational (ASER) lower than ASER 2024 benchmarks,
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which report 72.4% for Rajasthan Rural and 76.9% at the national level.

For searching for information on the internet, 69% reported that they knew how to search online. Among
these, 85.5% correctly identified opening Google or Chrome and typing the question as the appropriate
method to find the name of the first woman President of India. This is broadly comparable to ASER
benchmarks of 81.1% for Rajasthan and 79.3% nationally.

For checking travel time using Google Maps, 49% reported knowing how to check travel time. However,
only 10.2% out of these, correctly identified the full navigation pathway (Maps — search place —

Directions — Bike icon — read time) when asked to specify the steps involved.

For finding and sharing a YouTube video, 81% reported knowing how to do so. Among these, 18.5%
correctly identified the full sequence (YouTube — search — open video — Share — WhatsApp) to share a
specific video (“PMGDISHA Module 17). ASER 2024 reports substantially higher task-based performance
for this indicator, at 89.4% in Rajasthan and 87% nationally.

Taken together, the results indicate a consistent gap between self-reported digital ability and
demonstrated procedural understanding, particularly for multi-step tasks. While self-reported familiarity
with common digital functions is relatively high, the proportion of students able to correctly identify the full
sequence of actions is markedly lower for several tasks, especially those involving navigation across
applications. Compared to available ASER benchmarks, demonstrated task-based performance among the
assessed cohort is mixed and for some tasks, substantially lower. These findings highlight uneven applied
digital capability and should be interpreted cautiously given the self-reported nature of the initial
screening.

3.2.4. Sustainability

School Readiness and Participation Outcomes

School Readiness captures the extent to which foundational conditions for effective school functioning are in
place. It reflects administrative, infrastructural and operational preparedness, rather than teaching
practices or student learning outcomes. It comprises of 50 individual indicators derived from school-level
administrative and infrastructure data collected through programme monitoring data. These indicators span
multiple domains of school functioning, including physical infrastructure, availability of essential facilities,
and basic administrative arrangements required for day-to-day operations.

Across 31 programme schools, 41.9% of schools (n=13) fall in the lower-mid readiness range, while 29%
(n=9) fall in the upper-mid readiness range, A further 25.8% of schools (n=8) fall in the high readiness
range. Only 3.2% (n=1) fall in the low readiness category. This distribution suggests that minimum
operational conditions are largely in place across programme schools, but meaningful differences remain in
the strength of enabling conditions.

Enrolment

Changes in enrolment over time are captured through the Difference in Enrollement indicator, which
measures the percentage change in total student enrolment at the school level between academic years
2022-23 and 2025-26. Enrolment decline is observed in a majority of schools, though it is typically
moderate. 61.3% of schools (n=19) experienced a mild decline of up to 20%. A further 12.9% (n=4)
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experienced a moderate decline of 20-50%, and 9.7% (n=3) experienced a severe decline of more than
50%7. In contrast, 16.1% of schools (n=5) recorded an increase in enrolment over the period. Overall, the
pattern indicates broad downward pressure on enrolment, with sharper declines concentrated in a small
subset of schools and growth evident in a minority.

Attendance

Change in Attendance measures the difference in average student attendance, expressed in percentage
points, between academic years 2022-23 and 2024-25. For each school, class-wise attendance changes
were calculated and averaged to derive a school-level measure. Attendance trends are more mixed than
enrolment, but declines remain more prevalent than improvements. Overall, 45.2% of schools (n=14)
recorded a minor decline (0—5 percentage points) and 19.4% (n=6) recorded a decline > 5 percentage
points. On the improvement side, 19.4% of schools (n=6) recorded a minor increase (0—5 percentage
points) and 16.1% (n=5) recorded an increase > 5 percentage points. In total, 64.5% of schools (n=20)
experienced a decline in attendance, indicating that regularity remains vulnerable to disruptions even
where schools are operationally functional.

To examine how differences in school preparedness relate to participation outcomes, an association
analysis was conducted using the School Readiness, percentage change in enrolment and change in
attendance. Spearman’s rank correlation coefficient was used, given the number of schools and the
distributional characteristics of the indicators, and statistical significance was assessed at the 5% level.

The association between the School Readiness and change in attendance was negligible and statistically
non-significant (0 = —0.03, p = .861), indicating that attendance trajectories are not systematically
aligned with differences in school-level preparedness. Schools with similar levels of readiness show both
improvements and declines in attendance, suggesting that regularity is shaped by contextual factors
beyond the immediate school environment.

In contrast, the association between the School Readiness and percentage change in enrolment shows a
moderate, statistically significant positive relationship (p = 0.47, p = .008). Schools with higher readiness
scores tend to demonstrate relatively better enrolment outcomes, including smaller declines or positive
enrolment growth. This pattern suggests that administrative and infrastructural preparedness functions as an
enabling factor in enrolment-related decisions, potentially influencing parental confidence, perceptions of
safety and continuity, and willingness to enroll or retain children in the school. At the same time, enrolment
declines observed even among some higher-readiness schools indicate that school readiness alone does not
fully offset broader demographic pressures, mobility patterns and aspiration-related choices.

From an evaluative perspective, the combined findings suggest that strengthening school readiness may
contribute more directly to enrolment retention than to day-to-day attendance regularity. Attendance
appears more sensitive to external constraints such as seasonal migration, household responsibilities,
health-related disruptions, local labour demands and the depth of community engagement, which may
require complementary strategies beyond school-level improvements to sustain regular participation.

Change in Number of Teachers Posted

% In FY 2026, two Upper Primary Schools (BKD and Ringspuri) were reclassified as Primary Schools, and Lalpura was restructured
from a Class 5 school to a Class 3 school. Students from Ringspuri were accommodated at Silised School.
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Between 2023 and 2025, only 32.3% of schools experienced an increase or no change in the number of
teachers posted, while 67.7% of schools experienced a decrease. This indicates that a majority of
programme schools faced a reduction in teaching staff over the period. From an analytical perspective,
such a pattern suggests potential constraints on instructional capacity, particularly in contexts where
multi-grade teaching is common and teacher availability is closely tied to classroom management and
instructional coverage.

Reductions in staffing are likely to increase individual teacher workload and may limit the extent to which
teachers are able to engage with additional responsibilities beyond core classroom instruction. These
pressures can plausibly affect the depth of pedagogical implementation, participation in trainings and
time available for community-facing activities, all of which are relevant to sustaining enrolment and
attendance.

Identification of out-of-school children

Based on the data, only 35.5% of schools identified out-of-school children (OOSC) during 2024-25
and/or 2025-26, while 64.5% of schools did not report identifying any OOSC. This indicates that OOSC
identification is occurring in just over one-third of schools, suggesting uneven engagement with identification
and tracking processes.

This pattern could be linked to decreased community engagement or uneven implementation of programme
processes, potentially resulting from heightened administrative and instructional pressures on teachers.
These pressures may be associated with the declining staffing trends observed across a majority of schools.

Qualitative interviews with headmasters suggest that OOSC identification is closely linked to the intensity
of community outreach and available staff capacity. In schools where enrolment drives and home visits are
active, headmasters described conducting door-to-door surveys and directly counselling families to bring
children back to school.

“We go fo the community and talk to parents directly. If a child is nof coming to schoal, we visit the home

and understand the reason. Semetimes children are nof enrclled anywhere, so we convince the parenfs and

bring them back.” (Headmaster, 1DI)

However, several headmasters also acknowledged that such follow-up is time-intensive and dependent on
available staff. In contexts where teachers are managing multiple roles, administrative responsibilities and
classroom teaching simultaneously, systematic tracking of out-of-school children becomes more difficult.

"We fry to follow up on every child, but feachers already have many responsibilities. Adminisfrative work,

teaching and meetings fake fime. Continuous fracking needs more support.” (Headmaster, 1D1)

School Targets Met

Only 16.1% of schools reported meeting their school-level targets, while 83.9% reported that targets
were not met. This highlights a substantial gap between planned objectives and reported achievement at
the school level. From an analytical perspective, this pattern suggests that schools may be operating under
constraints, such as staffing, enrolment pressures or resource limitations that affect their ability to meet
predefined targets within the reporting period.

Bal Utsav Organised
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Just 3.2% of schools reported organising a Bal Utsav, while 96.8% did not. This indicates that Bal Utsav
was implemented in a very limited number of schools during the reference period. The low coverage
suggests that such activities may be episodic, selectively implemented, or deprioritised in favour of core
academic and administrative functions, particularly in contexts where schools face capacity or staffing
constraints.

Electricity and Basic Electrical Infrastructure

While variations in electricity access and classroom utilities may partly reflect local contextual or regional
challenges beyond the direct control of individual schools, the data nonetheless reveals important
implementation gaps. 80.6% of schools reported having an electricity connection, while 19.4% did not,
indicating that nearly one-fifth of schools lack reliable power supply. Similarly, although 83.9% of schools
reported having functional lights and fans, 16.1% did not, suggesting that basic classroom utilities are not
universally assured across the programme.

The absence of such fundamental amenities in a subset of schools is particularly significant given that some
schools report access to higheorder digital infrastructure such as computers and smartboards. This pattern
reflects uneven implementation in infrastructure provisioning and underscore the need for clearer
sequencing and reprioritisation of infrastructure investments to ensure that core operational conditions are
universally met prior to scaling technology enabled interventions.

Sports Infrastructure and Equipment

The data indicates that 51.6% of schools reported having a playground, while 48.4% did not, suggesting
that access to open play spaces is available in only about half of programme schools. More structured
sports infrastructure is considerably less prevalent, with only 12.9% of schools reporting the presence of a
sports court, pitch or field and 87.1% lacking such facilities. In contrast, 96.8% of schools reported having
sports equipment, while only 3.2% did not, indicating that material resources for sports are almost
universally available.

Taken together, these findings reveal a clear imbalance between equipment availability and supporting
infrastructure. While sports equipment is widely present, the limited availability of playgrounds and
especially structured sports facilities suggests that opportunities for regular and organised physical activity
may be constrained by space rather than materials. This pattern implies that strengthening physical
infrastructure may be necessary to ensure that existing sports equipment can be effectively utilised to
support student well-being and holistic development. This doesn’t necessarily mean leasing out more land,
efforts could also be made to utilize community’s collectively owned land.

Digital Infrastructure

Access to digital infrastructure remains uneven across programme schools. While 41.9% of schools
reported having computers, 58.1% did not. More advanced tools are even less prevalent, with only 29%
of schools reporting smartboards and 29% reporting speakers, while over 70% lack these assets.
Connectivity gaps are more pronounced, with only 22.6% of schools reporting access to Wi-Fi, and 77.4%
lacking internet connectivity.

The gap between hardware and connectivity is particularly significant. The presence of computers without
reliable internet access limits their instructional value to offline use, restricting access to updated content
and interactive platforms. This misalignment suggests uneven sequencing in digital investments. Ensuring that
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schools equipped with digital tools also have reliable internet access would enhance the value of existing
investments.

Given these constraints, the programme may also consider the introduction of tablets as a scalable and
flexible alternative. Tablets could enable more individualised student access to digital content, thereby
strengthening digital literacy at the learner level. Additionally, tablets offer operational flexibility, as they
can be used cyclically within schools and rotated across multiple schools to optimise coverage. Such an
approach may support more equitable and universal access to digital tools while reducing reliance on
fixed infrastructure such as computer labs or smartboards.

Basic Infrastructure and Safety Provisions

Most foundational infrastructure indicators show strong coverage across programme schools. 96.8% of
schools reported that roofs are in good condition (no leakage) and 96.8% reported the presence of fire
extinguishers, indicating near-universal compliance with basic structural and safety standards. Access to
essential water and sanitation facilities is fully reported, with 100% of schools indicating the presence of
drinking water facilities, functional toilets for girls and boys and handwashing areas. Running water
however, is still a constraint and needs to addressed urgently.

However, gaps remain in certain areas. Only 77.4% of schools reported having boundary walls or fencing,
meaning 22.6% lack basic perimeter security, which has implications for student safety and controlled
school environments. In addition, while drinking water access is universal, only 6.5% of schools reported
having a water purification system, with 93.5% lacking purification mechanisms.

Student Health and Well-being Provisions

A large majority of schools, 90.3%, reported that health checkups were conducted during 2024-25, while
9.7% did not report conducting health checkups. In addition, 100% of schools reported maintaining BMI
records, indicating universal adoption of growth monitoring practices. This indicates relatively strong
implementation of school health activities across programme schools. However, there remains a need for
these health checkup drives to be conducted more frequently to ensure universal coverage of all enrolled
students, as periodic drives may not consistently reach the entire student population.

Further, 100% of schools reported the presence of first aid kits, indicating that immediate response
mechanisms for minor injuries or health incidents are universally available. Having a uniform first aid
content list could further enhance this availability.

However, there remains scope to deepen institutionalisation. Strengthening linkages with local Primary
Health Centres (PHCs), ensuring periodic on-site medical support and expanding access to trained
counsellors would enhance continuity of care and move school health systems beyond episodic interventions
toward more comprehensive and sustained student well-being support.

Teaching Learning Materials (TLM)

The data indicates that 100% of schools reported the availability of teaching—learning materials,
reflecting universal access to core instructional resources across programme schools. These materials include
classroom-level aids such as textbooks, workbooks, activity sheets, charts, subject specific kits and other
grade appropriate learning tools intended to support structured instruction and activity-based pedagogy.
The universal availability of TLMs suggests that instructional resource provisioning has been prioritised
within programme implementation and that basic material inputs are consistently ensured across schools.
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Learning and Enrichment Spaces

Access to specialised learning and enrichment spaces varies considerably across programme schools. While
100% of schools reported having a functional library, only 3.2% reported the presence of a reading
corner and 6.5% having libraries, suggesting that although library infrastructure is universally available,
dedicated in-class reading spaces are rare.

Laboratory and subject-specific facilities show moderate to low availability. 54.8% of schools reported
having a science lab, while 45.2% did noft, indicating partial access to hands-on science learning
environments. 45.2% reported having a computer lab, with 54.8% lacking one, reflecting uneven access to
structured digital learning spaces. Creative and co-curricular spaces are less prevalent, with only 25.8% of
schools reporting a music room and 25.8% reporting an art room, while nearly three-quarters of schools
lack these facilities.

Taken together, these findings suggest that while core academic infrastructure such as libraries is universally
institutionalised, access to specialised and enrichment-oriented spaces remains uneven. This indicates that
while foundational academic support structures are prioritised, experiential, creative, and applied learning
environments may require further strengthening to support holistic student development.

Physical Accessibility Provisions

The data indicates that 96.8% of schools reported having basic physical accessibility features, while 3.2%
did not, suggesting that most programme schools have taken steps toward ensuring inclusive physical
access. In addition, 90.3% of schools reported having at least one toilet with accessibility provisions, while
9.7% lacked such facilities, indicating that sanitation accessibility is present in the majority, though not
universally.

Teacher Satisfaction, Motivation and Professional Aspiration

Teacher satisfaction is uniformly high across both program and control schools, indicating broadly positive
working environments. In program schools, 88% of teachers reported being very satisfied with their overall
experience, closely mirroring the 90% reported in control schools. Salary satisfaction shows 10%
dissatisfaction reported in both program and control schools. With only 30% of program teachers being
very satisfied with their salaries in comparison to 50% among control. However, the drivers of satisfaction
and motivation differ in meaningful ways between the two groups.

In program schools, teacher motivation is strongly anchored in observable improvements in student learning
and classroom engagement. Two-thirds of program teachers (66%) explicitly identified student learning
progress as their primary source of motivation. This contrasts with control schools, where only 50% cited
student learning as the main motivator and a larger share pointed to broader or external factors such as
overall child development (20%) and challenges related to parental engagement or student absenteeism
(20% combined). This divergence suggests that program schools may be enabling teachers to more directly
link their instructional effort to tangible learning outcomes, reinforcing professional motivation through
visible classroom-level feedback.

The nature of motivational stressors further differentiates the two contexts. Program teachers’ responses
largely remain instructionally focused, including challenges related to students who struggle to learn
despite effort or minor administrative burdens. In contrast, control teachers more frequently referenced
structural and external constraints, such as irregular attendance and parental engagement, indicating that
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a greater share of their cognitive and emotional load is directed towards factors beyond the classroom.
This pattern aligns with earlier findings on stronger school-community interfaces in program schools, which
appear to mitigate the salience of these external stressors.

Taken together, these findings suggest that while overall satisfaction levels are similar across program and
control schools, programme participation appears to re-orient teacher motivation toward classroom
embedded outcomes particularly student learning gains and pedagogical confidence. This shift is
significant in low-resource educational contexts, where teachers often contend with multiple
non-instructional pressures. By enabling teachers to experience clearer feedback loops between effort,
pedagogy and student outcomes, the programme plausibly contributes to more sustained professional
motivation and a stronger sense of instructional purpose, even in the absence of changes to formal
employment conditions.

Explaining the Programme Level Dip in Enrolment and Attendance

Despite stable or rising enrolment in some individual schools, qualitative evidence indicates a modest dip in
enrolment and attendance at the programme level. This decline is not driven by reduced confidence in
school quality, but by a combination of external constraints and internal capacity pressures that have
become more pronounced in recent years.

First, physical access and safety concerns have intensified in certain locations. Increased traffic, longer
distances and unsafe routes particularly for younger children have made parents more hesitant to enrol or
regularly send children to school, even when they value the programme. Second, seasonal migration and
livelihood pressures continue to disrupt attendance and enrolment continuity among economically
vulnerable households. While schools actively follow up with families, temporary migration for work often
overrides schooling priorities.

Third, shifting parental aspirations and growing competition from low-cost private schools are influencing
enrolment decisions. Some families associate private or English-medium schooling with upward mobility,
even when learning outcomes are uncertain, creating pressure on community-based schools. Finally, teacher
availability and training intensity constraints may indirectly affect enrolment momentum. Implementation
partners and headmasters noted challenges in retaining skilled teachers and sustaining earlier training
models, increasing the risk of routinised classroom practices and slower visible gains.

Programme-Level Implementation Challenges

Qualitative evidence from the implementation partner highlights several structural and operational
challenges that affect programme performance at scale, even where school-level practices are strong.
These challenges are largely systemic rather than site-specific and shape the programme’s ability to sustain
intensity and consistency across locations.

A key challenge relates to teacher availability and retention. The implementation partner noted increasing
difficulty in attracting and retaining motivated teachers within existing salary and contract structures. Over
time, this has reduced the feasibility of long-duration, immersive training models that characterised earlier
phases of the programme, increasing the risk of routinised classroom practices.

A second challenge concerns variation in delivery intensity across sites. The implementation partner
acknowledged that while programme design is standardised, local context such as migration, infrastructure
limitations and staff capacity leads to uneven implementation. This variation becomes more visible at the
aggregate level and contributes to fluctuations in enrolment, attendance and learning continuity.
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The partner also highlighted trade-offs between scale and depth. Expanding coverage into more remote
or vulnerable geographies has increased programme reach, but has simultaneously placed pressure on
monitoring, mentoring and follow-up systems. Maintaining earlier levels of handholding and supervision
across a growing footprint was described as increasingly resource-intensive.

Finally, external factors beyond programme control, including seasonal migration, livelihood insecurity and
shifting parental aspirations toward private schooling, continue to constrain enrolment stability and
attendance, limiting the extent to which school-level interventions alone can stabilise outcomes.

Recommendations to improved Implementation

Across interviews, headmasters offered practical, experience-based recommendations to strengthen
programme implementation and address existing gaps, particularly those affecting sustainability and
consistency. A recurring recommendation relates to teacher capacity and retention. Headmasters
emphasised the need for stronger incentives, clearer career pathways and more sustained academic
support to retain motivated teachers. Several noted that reduced training duration compared to earlier
years has increased the risk of routinised practices, particularly among newer teachers.

"Teachers need confinvous academic support and some securify. Earlier fraining was more infensive. Now,

witheut regular handhelding, guality ean slewly deeline.” (Headmaster, 1DM)

Headmasters also highlighted the need to strengthen assessment-to-planning linkages. While assessments
are conducted regularly, respondents felt that teachers require more time and structured support to
translate findings into individualised learning plans, especially in multi-grade classrooms.

Another common recommendation concerned access and infrastructure constraints. Headmasters suggested
transport support for younger children, improved road safety measures and expansion of school space or
playgrounds to reduce barriers to enrolment and participation. Several headmasters also pointed to the
need for clear transition pathways beyond upper primary, particularly for girls. Suggestions included
extending schooling to higher grades where feasible, strengthening linkages with nearby secondary schools
or providing safe transport options to prevent dropouts after Class 8.

Community Ownership

FGD discussions revealed instances of collective problem-solving by parents and community members,
extending beyond routine school activities. Parents described coming together to address issues such as
water access, enrolment mobilisation and safety concerns, often through informal coordination rather than
formal committees. These accounts point to the presence of informal governance mechanisms, where
communities act when school functioning intersects with broader local challenges. While not systematic, such
collective action reflects a degree of integration between schools and community life that supports
programme functioning in certain contexts.

While FGDs reflected high overall satisfaction, they also suggested uneven participation within parent
groups. More confident or articulate parents tended to dominate discussions, while concerns of migrant
families or those facing greater economic stress were less visible. In some discussions, responses suggested
that statements such as “everyone participates” may mask variation in involvement and voice. This indicates
a risk that more vulnerable households may be underrepresented in collective forums, limiting the visibility
of their constraints in programme feedback mechanisms.
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Eicher senior management emphasised that community ownership is central to programme functioning but
cautioned that it does not sustain itself automatically. While community involvement was seen as critical for
enrolment, attendance and local legitimacy, it was also described as requiring ongoing facilitation and
renewal. This view reinforces field-level findings that community engagement varies across sites and can
decline in contexts affected by migration, economic stress or leadership turnover.

Challenges in Engaging with Parents and Community Members

Engagement with parents is constrained primarily by structural and livelihood-related factors. The most
frequently cited challenge was parents’ unavailability due to work commitments (40%), particularly daily
wage labour and farming, limiting their ability to participate in school interactions. Time constraints (22%)
and distance or accessibility issues further restrict regular engagement, especially in rural and dispersed
settlements. A smaller share of teachers reported low prioritisation of school engagement by parents,
reflecting competing household and livelihood responsibilities. Overall, these challenges point to systemic
constraints rather than lack of interest, highlighting the need for flexible and context-sensitive engagement
approaches.

Variation in community ownership and implications for sustainability

Qualitative evidence indicates variation in the depth of community decision-making across programme
sites, resulting in differing levels of community ownership. While most schools have formal participation
structures such as School Management Committees and regular consultations, the extent to which
communities influence substantive decisions (e.g., enrolment strategies, infrastructure priorities, or school
operations) varies. In some locations, community members described taking active responsibility for school
functioning, including mobilisation for enrolment, monitoring attendance, and contributing labour or
resources. In other sites, community involvement was more consultative in nature, with decision-making
remaining largely school- or staff-led.

Where community ownership was deeper, respondents linked it to stronger enrolment stability, quicker
resolution of attendance issues, and sustained parental engagement, suggesting a positive contribution to
school functioning and legitimacy. However, the qualitative evidence also points to limits to sustainability.
Community-driven models rely heavily on a small group of motivated individuals and long-standing
relationships with teachers or school leaders. In contexts affected by migration, economic stress, or
leadership turnover, community engagement was reported to weaken, raising risks of uneven ownership
over time.

Alumni Engagement and Influence

Qualitative evidence indicates that alumni engagement reinforces parental trust and school legitimacy,
though its reach remains uneven. Headmasters described former students returning to schools to motivate
younger children and reassure parents about the value of continued education. Alumni who progressed to
higher education or employment were frequently cited as visible examples that strengthened belief in
schooling outcomes.

Alumni influence was strongest where former students maintained ongoing relationships with teachers or
lived within the same community. However, engagement was largely informal and dependent on individual
initiative rather than structured systems.
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Insights from Eicher senior management echo this pattern. Alumni outcomes were viewed as a high-potential
source of programme credibility, but current alumni engagement was described as under-institutionalised
and concentrated in a limited number of schools.

“Alumni outcomes are one of the strongest validations of the programme. When former students do well, it
builds confidence among parents and communities. However, alumni engagement is still informal and limifed
fo certain locations. We have not yef built a structured system fo track or engage alumni across the

pragramme.” (Eicher Senier management, D)
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3.3. Case Studies

Case 5tudy 1: Strengthening Learning Continuity and Student Confidence

Beneficiary: Priya Katariya
Institution: Samudayik Bodhshala, Khairati Ki Dhani

Pre-intervention context: Priva Katariya was enrolled in a government school but faced
chollenges reloted to irregulor attendance, limited classreom engogement and low
confidence. Household responsibilities and contextual constraints offected her ability to
participote actively in learning. As o result, her academic progress and continuity of schooling
were at risk, particularly as she progressed through primary grades.

Programme engagement: Priya enrclled in the Samudayik Bodhshala at Khairati Ki Dhani,
where she received regular academic support in a structured, fear-free learning environment.
Classroom practices emphasised participation, peer interaction ond individual attention,
enabling students to engage at their own pace. Teachers maintained close follow-up with
students and families to support attendance and learning continuity.

Outcome: At the time of ocssessment, Priya demonstrated improved regularity, higher
classroom participation and increased confidence in expressing herself during lessons.
Teachers reported noticeable progress in her engoagement with learning octivities and
sustained enrclment. This case illustrates the programme’s contribution te strengthening
learning continuity and student confidence ameong girls facing contextual barriers to schooling.

Case 5tudy 2: Sustained Educational Progress through Community-Based Schooling

Beneficiary: Asholk Kumar Meena
Institution: Samudayik Bodhshala, Dev ka Devra

Pre-intervention context: Ashok Kumar Meena enrolled in the Somudayik Bodhshala at Dev
ka Devra during his early schooling years, coming from a househald with limited eduvcational
exposure and economic constraints. Access to consistent scheoling and academic support was
uncertain, increasing the risk of early disengogement from formal education.

Programme engagement: Through sustained enrolment at the Bodhshala, Ashek received
feundational academic suppert in a structured learning environment that prieritised regular
attendance, student participation and continuity of schooling. Teachers provided consistent
guidance and encouragement, suppeorting his transition through successive grades and inte
fermal secondary education.

Outcome: Ashok successfully completed his schooling and subsequently secured empleyment,
reflecting sustained educational progression beyond the Badhshala, At the time of assessment,
he was contributing te househsld inceme and demenstrated stable engagement in werk. This
case highlights the programme’s rele in suppeorting leng-term educational continuity and
transitien for students from resource-constrained settings.
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3.4. Challenges

Challenges and constraints
1. Uneven depth of classroom practice

Classroom observations, teacher interviews and correlation analysis indicate that while instructional
practices are present across classrooms, their depth and consistency vary. Teaching is largely
activity-based and structured, with strong classroom routines and immediate feedback. However, instruction
remains predominantly answer-focused, with limited emphasis on student reasoning, reflection or peer
discussion.

Although teacher training exposure is positively associated with a wider range of reported practices, these
practices do not consistently translate into higher student engagement or conceptual understanding. This
suggests that pedagogical change is occurring more at the level of form than instructional depth and that
training exposure alone is insufficient to ensure sustained classroom-level transformation.

2. Decline in enrolment and enrolment instability

Programme records and qualitative evidence indicate a decline in enrolment in some programme schools
over the assessment period, alongside continued enrolment instability. The implementation partner
attributed this pattern primarily to seasonal and longer-term migration, movement of students to nearby
government and low-cost private schools and household-level economic pressures that affect schooling
decisions.

Parent FGDs and interviews indicate that enrolment choices are driven largely by feasibility and continuity,
including distance to school, safety of travel and the ability to manage schooling during periods of
migration or irregular attendance. When families migrate for work, children are often enrolled in schools
closer to the migration site. In many cases, these temporary enrolments become permanent, as students do
not consistently return to the original school upon re-entry.

Government schools were reported to be easier for mid-year admission and re-entry after absence,
making them a practical option during periods of household disruption. Movement to low-cost private
schools was also reported in some locations, particularly for older children, influenced by parental
perceptions around structure and future pathways rather than dissatisfaction with teaching quality.

These dynamics contribute to enrolment churn and cohort instability, disrupting learning continuity and
limiting the extent to which classroom-level improvements can be sustained over time. Importantly, the
evidence suggests that enrolment decline reflects structural and household-level constraints rather than
programme-related factors.

3. Attendance vulnerability driven by structural factors

Attendance remains vulnerable to factors largely outside school control, including seasonal migration, illness
and household labour demands. These pressures disrupt learning continuity, particularly for economically
vulnerable families.

Schools respond through adaptive measures such as flexible attendance, partial re-entry and follow-up
with parents. While these strategies reduce complete disengagement, they function as mitigation rather
than prevention. Correlation analysis further shows that increased parent interaction is not associated with
improved attendance, indicating that engagement is often reactive and constrained by broader household
realities.
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4. Infrastructure and WASH gaps affect participation

While classrooms are generally adequate for routine teaching, basic enabling conditions remain uneven.
Several schools lack consistent access to drinking water and functional sanitation, affecting student comfort,
hygiene and daily participation. Parents and teachers link these constraints to routine school functioning
rather than teaching quality.

Science and sports resources are present in some schools but remain under-utilised due to space constraints
and lack of recurring supplies required for regular use. These limitations reduce the translation of available
equipment into sustained experiential learning opportunities.

5. Digital resources are inconsistently embedded in instruction

Access to digital infrastructure is higher in programme-supported schools. Where available, digital tools
are primarily used for visual explanation and to support student engagement. However, their integration
into routine classroom instruction remains uneven.

Teachers report constraints related to unreliable connectivity, power supply issues, device maintenance and
time availability. Correlation analysis indicates that exposure to training is not positively associated with
more frequent digital use, suggesting that training alone has not been sufficient to translate access into
consistent classroom practice.

Qualitative evidence further indicates that digital tools are used largely at individual teacher discretion
rather than through institutionalised lesson planning or structured integration into the curriculum. Digital
learning therefore remains supplementary and unevenly embedded in day-to-day teaching.

6. Uneven digital safety awareness and applied digital skills

Digital literacy findings reveal a gap between students’ self-reported familiarity with digital tools and
their demonstrated ability to perform multi-step tasks or manage digital safety. Skills related to privacy
settings, account management and identifying unsafe content remain limited for a substantial subset of
students and fall below available benchmarks.

These gaps reflect restricted access rather than lack of interest. Most students rely on shared family
devices, have limited independent usage time and receive little structured guidance on safe digital
behaviour. As a result, digital exposure remains largely passive and supervised, constraining the
development of autonomous and judgement-based digital skills.

7. Teacher availability and retention as a systemic constraint

Teacher availability and retention were identified by the implementation partner, school leaders and
senior management as a critical structural vulnerability. Increasing difficulty in attracting and retaining
motivated teachers within existing salary and contract structures has reduced the feasibility of
long-duration immersive training models that characterised earlier phases of the programme.

As a result, newer teachers often receive shorter or less intensive training, increasing the risk of routinisation
of classroom practices over time. This challenge is systemic rather than site-specific and directly affects the
programme’s ability to sustain instructional quality and consistency at scale.

8. Uneven delivery intensity across sites

The implementation partner highlighted variation in programme delivery intensity across locations, driven
by differences in local context, staff availability, infrastructure and migration patterns. While programme
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design is standardised, these contextual factors result in uneven implementation and visibility of outcomes
across sites.

At scale, this variation places pressure on monitoring, mentoring and follow-up systems, particularly as the
programme expands into more remote or vulnerable geographies. Trade-offs between coverage and
depth remain an ongoing operational challenge.

9. Uneven and fragile community ownership

Community engagement supports enrolment stability, attendance follow up and school legitimacy. However,
the depth of community ownership varies across sites. In some contexts, communities play an active
decision-making role, while in others participation remains consultative and dependent on a small group of
individuals.

Community driven models are vulnerable to migration, economic stress and leadership turnover. FGDs
further suggest that more vulnerable households, particularly migrant families, may be underrepresented in
collective forums, limiting the visibility of their constraints in feedback processes.

3.5. Recommendations

Teacher-facing recommendations (classroom and instructional level)
1. Shift professional development towards subject specific and practice embedded support

Evidence from teacher responses indicates a clear need for deeper subject-specific guidance, particularly
to strengthen content understanding, remedial instruction and teaching in mixed learning-level classrooms.
Rather than additional generic workshops, professional development should prioritise hands-on,
classroom-embedded support, including demonstration lessons, model classes and guided practice.

Support from subject experts can help teachers translate pedagogical intent into effective classroom
delivery, particularly for foundational concepts and differentiated instruction. This approach aligns with
observed classroom patterns, where instructional structure is strong but conceptual depth varies.

2. Institutionalise digital integration alongside teacher training

Teachers consistently identified gaps in effective ICT integration, signalling the need to move beyond
access towards institutionalised, routine use of digital tools. Digital learning should be embedded within
lesson planning and daily teaching schedules, rather than relying on individual teacher initiative.

Teacher training related to digital tools should be practical and classroom-oriented, focusing on how digital
resources can be used within existing time, infrastructure and connectivity constraints. Infrastructure rollout
and capacity-building should be synchronised so that trained practices can be immediately applied.

3. Reframe attendance tracking and parent interaction from reactive to preventive

Student irregularity and absenteeism were identified by teachers as major barriers to learning continuity,
particularly for foundational skills. While schools actively track attendance and interact with parents,
correlation analysis and qualitative evidence indicate that these efforts are largely reactive, responding
after irregularity has already occurred.
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Programme design should therefore support a shift towards more preventive and anticipatory approaches,
such as early identification of attendance risk, structured follow-up protocols and differentiated support
for frequently absent students. Monitoring frameworks should explicitly distinguish between routine parent
interaction and targeted engagement linked to attendance risk, recognising attendance regularity as a
learning-critical condition rather than an external factor.

4, Strengthen structured parent and community engagement mechanisms

Teachers’ calls for greater parental and community involvement indicate recognition that learning outcomes
extend beyond the classroom. Programme design should support structured and predictable engagement
mechanisms, such as periodic, parent teacher interactions and simple guidance for supporting learning at
home, preferably at a student level, rather than relying on collective community / parents’ meetings solely.

Given that parent interaction is often triggered by attendance concerns, engagement strategies should be
designed to support continuity and learning reinforcement, rather than functioning primarily as a response
to absence or disengagement. Recognising variation in household capacity and migration patterns is
essential to setting realistic expectations for engagement.

5. Align classroom environments and professional support to sustain instructional quality

Programme design should adopt a basic learning environment checklist to identify and address gaps that
impede effective teaching. Bundling school-readiness improvements can help ensure that investments in
pedagogy and teacher capacity are not undermined by physical or material deficiencies.

Professional development should be designed to align with actual classroom conditions, emphasising
continuous, context-sensitive support rather than one-time capacity-building events. This approach is more
likely to result in sustained instructional change under existing constraints.

6. Leverage high teacher motivation through targeted, assessment-informed instructional support

Teachers reported strong motivation, largely driven by observed student progress. At the same time, they
identified capacity constraints in addressing slow learners and teaching across varied learning levels.
Programme inputs should build on this motivation by providing targeted support for remedial instruction
and differentiated teaching, rather than additional broad-based training.

To strengthen instructional effectiveness, assessment information should be used more explicitly to inform
classroom planning. Teachers expressed a need for clear, teacher-friendly guidance on how to interpret
assessment signals to identify priority concepts for reinforcement and support students who fall behind.
Strengthening this link between assessment and instruction can improve learning continuity and relevance of
support without increasing testing burden.

Programme facing recommendations (system and design level)
1. Institutionalise digital learning within routine programme design

Digital resources are currently used unevenly across schools and largely at the discretion of individual
teachers. To improve consistency, programme design should move towards institutionalised integration of
digital learning, identifying specific lessons or topics where digital tools are expected to be used as part
of routine instruction.

52



Aligning curriculum planning, infrastructure availability and teacher support will help ensure that digital
resources are used regularly and meaningfully, rather than intermittently. This shift would reduce reliance
on individual initiative and enable more predictable classroom use under existing constraints.

2. Treat attendance and enrolment as risk-managed outcomes rather than performance indicators

Evidence indicates that attendance irregularity and enrolment decline are driven largely by migration,
household economic pressures and school switching, factors that lie beyond the direct control of schools or
teachers. Programme design should therefore explicitly recognise attendance and enrolment as
risk-managed outcomes, rather than indicators of delivery quality.

Tracking systems and internal reviews should distinguish between temporary absence, migration-related
school switching and permanent exit, enabling more accurate interpretation of programme performance
without attributing enrolment instability to instructional quality.

3. Strengthen enrolment and transition tracking to improve continuity

Student movement across schools, particularly during migration and grade transitions, limits continuity of
learning and complicates interpretation of outcomes. Programme systems should be strengthened to track
student trajectories over time, including re-entry after absence and transitions across schools. Improved
tracking would support better planning of learning reinforcement for returning students and reduce
uncertainty around cohort stability, without placing additional monitoring burdens on teachers.

Given recurring migration and irregular attendance, students often return to classrooms after extended
gaps in learning. Teachers reported difficulty supporting such students alongside regular instruction,
particularly in mixed learning-level settings. Programme design should therefore support structured
re-entry and short-term reinforcement mechanisms for returning students. This could include brief
consolidation activities, prioritisation of core concepts or targeted support within regular classroom time.
Formalising such practices would help stabilise learning continuity without positioning migration or absence
as a failure of school or teacher effort.

4. Manage teacher availability and retention as a programme-level sustainability risk

Teacher availability and retention were identified as persistent challenges that affect training models and
instructional continuity. Programme planning should treat this as a systemic sustainability risk, rather than as
an issue of teacher effort or motivation. Exploring alternative staffing approaches, phased induction or
role differentiation can help mitigate the impact of turnover on classroom quality, particularly as
long-duration training becomes less feasible.

5. Deploy community social workers to strengthen engagement and reduce teacher burden

Teachers and school teams currently carry substantial responsibility for community outreach, attendance
follow-up and parent engagement, which can reduce the time and attention available for classroom
instruction. The programme should introduce dedicated community social workers or field-level community
facilitators to lead routine community engagement, including follow-up with families of irregular children,
structured parent interactions and mobilisation for school-level meetings. This role can strengthen
engagement quality and consistency while freeing teachers to focus more on instructional delivery,
classroom planning and learner support. Over time, clearer role differentiation between instructional
responsibilities and engagement responsibilities can improve both teaching time and community
responsiveness, without positioning engagement as an added burden on teachers.
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6. Introduce shared tablets to enable cyclic, learner-level digital practice

Digital learning remains uneven across schools and is often shaped by device availability and individual
teacher initiative. To strengthen learner-level growth in digital literacy, the programme should introduce a
shared pool of tablets that can be used regularly through a structured, cyclic schedule, with clear
expectations on frequency and minimum learner exposure. These devices can be transported and rotated
across clusters or school locations to optimise utilisation, particularly in schools where permanent digital
infrastructure is limited. A rotation model, paired with simple usage tracking and grade-appropriate
practice routines, can help shift digital learning from occasional exposure to predictable practice,
supporting more consistent progression in foundational digital skills.
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3.6. Annexures

3.6.1. Sample distribution

Table 1: Sample Distribution

Beneficiaries across key tools Sample

Learning and Structured Assessment

Students (Classes 3 to 5) Total Progra | Contro
ASER Class | Sampl m |
e Group | Group
C'gss 117 67 50
C'ZSS 117 67 50
ol e | es 50
Total 350 200 150
Students (Classes 6 to 8) Class 6 33
LSMT-E & Digital Skills Assessment Class 7 33
Class 8 34
Total 100
Semi-Structured Survey
Teachers Program Group Control Group
50 10
In-Depth Interviews
Headmaster 5
Implementation Agency 1
Eicher Senior Management 1
Focused Group Discussions
Parents (1 in each district) 2
Observations
Classroom Observations 4
School-Level Infrastructural checklist 10
School-Level Administrative Data Checklist 10

3.6.2. Work Plan

Given the timeline, we need to execute the study in strategic and systematic manner so that deliverables
can be submitted in time. Considering this we divided the study into 3 distinct phases: Phase 1 would be the
Design Phase which marks the inception, where meticulous planning and conceptualization will take place.
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Phase 2 will be Implementation Phase which will emphasize the execution of the carefully devised plan.
Here, the study methodologies are put into action, data is collected and the assessment is carried out
according to the established parameters.

Lastly, Phase 3 will be Dissemination Phase where results, insights and lessons learned during the
research journey are communicated to relevant stakeholders, contributing to broader knowledge
dissemination and potential impact on future initiatives. This phase plays a crucial role in translating the
study's outcomes into actionable insights for the wider community or field of study.

Phase I: Design Phase

1. Consultative meetings, finalization of indicators and submission of inception report: Based on the
information gathered from stakeholder meetings and desk review, Sambodhi will finalize the
methodology and as per the project requirement. Our goal is to incorporate all the indicators and key
areas of investigation outlined in the RfP, expanding upon them to align more closely with the specified

objectives. The finalization of the indicator list will be a collaborative effort, done in consultation with the
EICHER MOTOR team.

Further, an inception report will be prepared and shared with the EICHER MOTOR CSR team. The
inception report will include a background, detailed literature review, assessment framework, sampling
methodology, analysis plan, work plan, detailed field plan, list of key deliverables with timelines etc.
The inception report will be revised based on the comments and feedback given by EICHER MOTOR
CSR team.

2. Preparation of tools for the impact assessment and its pre-testing: Based on the finalized list of
indicators and key stakeholders, Sambodhi will prepare both quantitative and qualitative tools in
vernacular languages customized according to the project requirements. Sambodhi will ensure that
there are relevant questions to capture the finalized indicators. For Quantitative and Qualitative tools,
Sambodhi will be working in close coordination with EICHER MOTOR CSR to incorporate any feedback
and make the necessary revisions in the tool. Once these tools are finalized, these CAPI will be
developed using platforms such as SurveyCTO/Survey Point.

3. Translation of tools and Development of training materials — Since the data will be collected in
multiple locations, it is important that the tools are available in local languages for ease of
understanding and comprehending. In addition, training materials will be made so that a set of
standard instructions can be given to the field enumerators. This will help in collecting data across
various states with same rigor and same standards.

Phase II: Implementation Phase

Once the design has been planned meticulously and finalized by the EICHER MOTOR-CSR, the same design
will be adopted in the implementation phase. Implementation phase will include implementation of
sampling strategies and identification of study geographies for impact evaluation and lastly include data
collection and analysis of collected data.

Phase lll: Dissemination of findings

The draft reports would be shared with client for review and feedback. The final reports would be
provided after incorporating feedback received from the client. One final presentation would be
prepared and shared with the programme team explaining the findings for each project. The final report
and presentation constitute the final deliverable.
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Besides the draft and final reports, Sambodhi also proposes to conduct project briefings for EICHER
MOTOR CSR and other relevant partners based on the findings from the assessment. Sambodhi would like
to suggest collaborations with the CSR team in writing articles, papers and blogs to discuss and disseminate
the findings depending on the feasibility. This may help in the possible replicability and scale-up in other
states and geographies.

3.6.3. Data Cleaning and Analysis

Quantitative Analysis
The analytical approach would follow the process of making data ready for analysis and then actual
analysis.

Data Cleaning and Arranging data for Quantitative Analysis

Data validation and cleaning is a crucial step in any kind of large-scale survey and Sambodhi gives
special efforts to it. Sambodhi has an experienced and focused team dedicated for data management,
validation and cleaning. The Data Checkers and Data Analysts will be executing this activity. Data will be
validated and cleaned by the team on a regular basis. Furthermore, the CAPI used for data collection will
take care basic data quality assurance -validity checks and range checks. The data cleaning protocol
followed by Sambodhi, will primarily be guided by the principles:

* Validity Check: It shall look at one question field or cell at a time. The check is to ensure the record
identifiers, invalid characters and values have been accounted for; essential fields have been
completed (e.g., no quantity field is left blank where a number is required); specified units of measure
have been properly used; and the reporting time is within the specified limits.

* Range Checks: For data fields containing information about a continuous variable e.g. age, income
etc., observations should fall within a specified range. Thus, if the age of a child falls outside the
normal range it should be checked.

*  Macros for data cleaning: It is pertinent to note that data cleaning would exist in parallel with the
data collection. One of the essential elements of data cleaning is to identify and spot erroneous issues
and flag them off to the data collection team prior to them leaving the village. In order, to ensure the
same, the Sambodhi Centralized Quality & Processing Team (formed by the Data Analysts and Data
Checkers) will build in a customized macro for instantly identifying issues emanating from data
collection. The entire process will take place simultaneously with the data collection activities, as the
sole purpose of the entire process is to provide instantaneous feedback to the field teams.

Analytical methods

The standard analytical method would involve reporting of estimates of indicators at block level with
addition information on standard error, relative standard error, design effect and confidence interval. This
will include both weighted and unweighted summary statistics. We propose the use of indices and
standardized measures to track key outcomes.

= Descriptive statistics: Descriptive statistics will be used to provide a clear picture of the demographic
and behavioral characteristics of the participating households. This includes calculating percentages
for key variables such as waste segregation practices, participation in Self-Help Groups (SHGs) and
awareness of waste categories. Measures of central tendency (mean, median) will be used to
understand the average behavior, while measures of dispersion (standard deviation, range) will
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highlight the variability within the community. This foundational analysis will help contextualize the
data and support deeper insights into the performance of the waste management initiative.

= Standardized Measures: Standardized measures aid in identifying the overall spread of the key
indicators for the data collected from the community.

* Regression Models: Regression models will be used to understand the influence of multiple
independent variables on the dependent variables of interest. Logistic regression will be applied when
the outcome variable is dichotomous in nature (e.g., Yes/No) and odds ratios will be calculated to
estimate the likelihood of a certain result occurring due to an independent or causal variable. Linear
regression models will be used when the outcome variable is continuous (such as learning or life-skill
scores), with regression coefficients indicating the average increase or decrease in the outcome with
each unit change in the predictor variable. Ordinal regression will be applied where outcome
variables are ordered (for instance, low, medium or high learning levels or life-skill categories) to
identify how socio-demographic factors such as gender, caste and religion influence the probability of
being in higher outcome categories.

* Correlation Analysis: Correlation analysis will be used to examine the direction and strength of
relationships between key variables such as learning outcomes, attendance rates, ASER scores and life
skill measures. This will help in understanding the extent to which changes in one variable are
associated with changes in another.

Building on the basic analytics, we propose to employ advanced analytics focusing on providing summative
assessment will be planned in consultation with the EICHER MOTOR team.

Quualitative Data Analysis

A Gale framework method® will be followed to analyze and present qualitative data. The following steps

will be carried out:

(1) Transcribing data — The audio recordings collected during data collection will be transcribed
verbatim. Sambodhi team members will also refer to detailed field notes to supplement the
transcription and translation of qualitative data.

(2) Familiarization — Sambodhi team members will thoroughly read and re-read each transcript and
listen to audio-recorded interviews to become familiar with the whole dataset. This familiarization
process will be essential in cases where the researcher analyzing data had not been present during
the interview.

(3) Developing categories & themes - The research team will then define the final categories/themes
and sub-categories.

- , Identify and Summarise Interpret Findings and
Transcription and Translation

Themes Summarise

sTranscription of the interviews *The research team will group *The themed data will be then
conducted the data inte broader themes combined to derive meaningful
+Translation of the data into viz. awareness level, feedback insights on the program
standard languoge i.e. for on processes, suggested

further processing improvements, etc. *The results from the qualitative

data will be vsed in
combination with quantitative
- data for better interpretation
° Gale, N. K., Heath, G., Cameron, E., Rashid, S., & Redwood, S. (201 3). Using the framework method for the analysis of qualitative data in

Figure 5EQ Figure ¥ ARABIC 24; Qualitative data analysis framework
htps:/ / bmcmedresmethodol.biomedcentral.com/track/pdt/ 10.1 186/ 14/ 1-2288-13-11/
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Synthesis of the findings by Triangulation technique

The study will collect information from various secondary sources and primary qualitative data collection. A
secondary review of the literature, key project documents and data will be combined with qualitative
insights. Thus, the approach will enable us to obtain a rich mix of insightful stakeholder views (qualitative
insights from the field) and numbers (quantitative data) to substantiate findings. It will surface insights on
improving the efficacy and effectiveness of the institutional processes by identifying gaps in operations and
capacities. Learning from the qualitative studies will help triangulate findings from the quantitative study
and develop a balanced scorecard, along with identifying key strengths, weaknesses and areas of
improvement.

3.6.5. Limitations

While this impact assessment provides valuable insights into the outcomes of these CSR initiatives, certain
considerations must be acknowledged to contextualize the findings appropriately:

® Selection Bias: Given the scale of the intervention and the sampling approach, there is a possibility
of some selection bias, particularly if certain sub-groups were self-selected into the study.
However, concerted efforts were made to ensure diverse participation and capture a wide range
of perspectives.

® Timeframe Constraints: The assessment reflects outcomes observed within the available study
period and while it provides a meaningful snapshot of impact, some long-term effects may emerge
over time. Future follow-ups could further enrich the understanding of sustained change.

® Self-Reported Data: A significant portion of the data is based on self-reported responses from
beneficiaries and stakeholders. While every effort was made to enhance accuracy through careful
data collection and validation techniques, minor variations due to recall or interpretation are
natural in such studies.

3.6.6. Quality Assurance

Understanding the relevance and foundational role it plays, ensuring quality will be a priority throughout
the entire research processes. All aspects of the study — including study design, development of research
protocols, tools and manuals, training of field staff, selection of respondents, conducting interviews and
verification, field as well as central team management, data handling and management — will adhere to
rigorous quality standards.

Some of the quality assurance measures that will be in place are:

A. Survey Tools and CAPI: All research instruments developed by Sambodhi for the study will thoroughly
pre-tested to ascertain their suitability in actual field. Pretesting helps in identifying questionnaire
problems as well as in removing ambiguities and other sources of bias and error. Quantitative data will
be collected using structured questionnaires appropriately programmed and customized using
Computer Aided Personal Interview (CAPI). Sambodhi proposes to use SurveyPoint for efficient data
collection. SurveyPoint covers key steps in the data collection process, such as targeting respondents,
survey creation, data entry and viewing and data analysis with visualizations. It further facilitates
real-time upload of interviews to any server, enhancing efficiency. The mobile application operates
both online and offline, with real-time geo-tagging and validation features for data accuracy. The
offline mode enables data collection in low or no network areas, supporting the creation of a live
tracker for field data collection with GPS-based real-time data display. The mobile app is designed to
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be responsive across different screen sizes, eliminating vertical scrolling. Additionally, Survey Point

offers multilingual support by uploading translation text from the backend.

Additionally, Sambodhi has an in-house team that has several years of experience in preparing and

testing of CAPI. The CAPI has checks and measures to eliminate obvious entry errors

o Validity checks — to ensure that all fields are entered and no answer field is blank

® Range Checks- to ensure that value entered falls between a permissible limit (ex: if the age of a
respondent is beyond a normal value a pop up window would apprise the investigator of the same)

® Skips- the various skips and logical checks from the questionnaire will also be incorporated in the
data entry form.

However, these logics and ranges will be built carefully to avoid any biases. The CAPI will be finalized

after thorough and rigorous rounds of testing to avoid any issues happening during the field work.

Specifically for surveys pertaining to service delivery platforms, adherence to Government guidelines

and protocols and sensitivity of the data being collected would be kept in mind.

The first level of testing will be conducted by the CAPI programmers. After the testing by the CAPI

programmer, a series of user acceptance tests (UAT) will be undertaken by the core research team,

members of the IT team and the survey team. After thorough checking, suggestions will be provided to

the CAPI programmer. The revised program will be checked again by the researchers/ field managers.

This way the CAPI program will be thoroughly checked before the CAPI pilot. Once finalized it will be

shared with the field team who will use it for undertaking the data collection.

Survey equipment: Sambodhi has the latest inventory including android based tablets, smartphones
free from malware and viruses. We have been using the devices for around 1-3 years now and
inventory is renewed after every 4-5 years. All tablets/mobile/laptop available for data collection are
password protected. While tablets have long-lasting batteries, our field team usually carry power
banks and chargers to avoid any risks. Also, it is the responsibility of the supervisor in each team to
charge the batteries of each tablet a night before the actual survey. Besides, the supervisor always has
a few spare devices in case of any malfunction.

Pilot testing for survey tools before data collection: For the quantitative survey schedules, we would
employ piloting, put them into practice and test them in similar settings. In addition, in the quantitative
interviews standardizing the closed-ended questions and for in-depth interactions practicing the
open-ended questions in the illustrated settings would ensure their proper and consistent
implementation. Records and document assessment would be demonstrated and practiced beforehand
in similar exemplified settings to avoid any discrepancy and inconsistency at a later stage. It will help in
identifying questionnaire problems as well as help in removing ambiguities and other sources of bias
and error. The members from the core team and research team along with trained field team members
will participate in the pilot testing of translated tools on CAPI. The quality of the qualitative interviews
and discussions would be ascertained by formulating guides from insights of secondary data, vetting by
advisory team and practicing the interview schedules with the research team members before their
administration.

Developing detailed field manuals/ guide for data collection: Sambodhi proposes to prepare a
bilingual survey manual before field training, covering background, research objectives, methodology,
roles, quality control mechanisms, guidelines for data collection, ethical considerations and protocols for
extraction of record at facilities etc. The final manual will be translated into the local languages and
share the same with their field teams on the first day of training. This approach will help in ensuring
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adherence to protocols and thereby ensure quality data collection. Development of the field
guide/manual for data collection is quintessential for ensuring the smooth functioning of field
operations.

Field Monitoring: Research team will provide regular feedback to the supervisors during the data
collection to ensure quality of data collected by investigators. In addition, the field in-charge and
supervisors will be directly responsible for ensuring that the data collection norms are adhered to. The
supervisors will conduct regular spot checks (10%) after getting consent from the respondents. The
managers will regularly update on the status of the survey using the status update sheets.

Data Quality: Data validation and cleaning is a crucial step in any kind of large-scale survey we
undertake. A data cleaning manual will be prepared and data will be validated and cleaned by a
trained team on a regular basis. They would generate error reports and share with the concern teams
so that they do not repeat the same mistake. The data cleaning protocol will primarily be guided by the
three principles of validity checks, range checks and consistency checks.

Data uploading procedures and troubleshooting: Sambodhi has been collecting data using CAPI
software for almost a decade now. While using online or offline platforms, we always ensure that the
CAPI has a provision to automatically store data at regular intervals to avoid loss of interviews due to
technical glitches. The use of such CAPI assisted software helps us to upload the interviews in
near-to-real time to the server. At Sambodhi, we usually use the professional version of OneDrive to
upload the data. Each researcher at Sambodhi has access to as high as 1 TB of cloud storage available
on OneDrive. Furthermore, we will create two backups of the datasets- one of another cloud server and
a physical backup in a hard disk for future reference. Audio recording and transcripts of the qualitative
interviews will also be regularly updated on the OneDrive folder for monitoring the quality of
interviews.

Recruitment and Training of Field Team Members: A mix of both male and female investigators and
supervisors will be recruited and trained for the quantitative survey. Graduates or experienced
investigators with at least 2-3 years of experience in conducting data collection for similar studies, who
are well-versed with the local language and context will be recruited. Around 5%-10% of additional
investigators will be recruited. The training programme will be interactive and designed in a way that
orients the team on all theoretical and practical aspects. The session will include pieces of training on:

1. Context of the study, its objectives

2. Data collection ethics and guidelines on confidentiality, privacy and safety of the respondents

3. Quantitative data collection techniques and instructions on asking questions and probes to

standardize data collection.
4. Correct procedures for entering data on the computerized assisted program (CAPI)

As observed during our past studies, investigators with a greater contextual understanding of the study
are more capable of capturing deeper insights from the field. The training will be a combination of tool
explanation, mock sessions and role-plays to make it more interactive and engaging. Training sessions
will be conducted in local languages that are spoken in respective data collection states. Additional
investigators (At least 5-10%) will attend the training. A test will be conducted after the training to
evaluate the understanding of the investigators. Only the better-performing candidates will be selected
for the survey.
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I.  Risk Identification and Mitigation Strategy — Prior to rolling out the data collection phase, Sambodhi’s
core research team will ensure that all steps have been taken to mitigate any future risks. Sambodhi will
develop a Risk Identification and Mitigation Planning (RIMP) which will include probable risks (identified
based on prior experiences) that may arise during any phase of the execution and their mitigation
strategies that will address the probable risks. The risk mitigation strategy will also include input and
feedback from key stakeholders.

Rizk Iden
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Figure SEQ) Figure \* ARABIC 27: Risk identification and Mitigafion Planning

Apart from the quality assurance mechanisms put in /—liik Tdenfification and Miligahion \
Planning (RIMP) Committes

place for projects of this nature, for every project of

magnitude that Sambodhi undertakes, an internal « Project Laader [Team Lead, Project Manager]
committee on overseeing risk factors pertaining to the * Thamatle Adviser

execution of the project is constituted. The Risk * Functional Adviser [Survey /Statistical Expert)
Identification ~and  Mitigation  Planning  (RIMP) * Chiei Operating Officer

committee is tasked with the responsibility of ensuring * Finanee & Administration Head

all and any risks associated with projects during the " Human Resource Officer

pre-commissioning or execution stage are identified \g _/

. — : ]
and dealt with in an appropriate and responsible 'gure SEQ Figure |7 ARABIC 28: RIMP Commiliee

manner. For the current project, the same is intended. The primary responsibility and objective of the
committee is to identify, manage and mitigate risks to the project. Some key risks and mitigation
strategies include:

Table 2: Risk Assessment and Mitigation Strategies

Data entry errors/Desk review ® Implement data validation checks in the tool to
errors catch errors during entry.
® Provide training for enumerators on accurate data

Data entry or desk reviews may entry practices and desk review analysis.
result in inaccuracies or

inconsistencies like missing data or
oversight of some data.
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Delay in data collection ® 8% to 10% buffer days have been factored in the

Unforeseen circumstances like local work plan to address such delays. Moreover, the list

problems, festivals or natural calamities of local festivals and public gatherings (that may

may cause delays in data collection. disrupt fieldwork) will be prepared at the state
level,

® Monitor progress regularly and address the issues
promptly.

® Develop contingency plans for unexpected events
or challenges. before initiating the fieldwork.

Dropout of team members during data | About 10% of extra team members to be trained to
collection; poor performance of address the dropout and to replace the poor performing
enumerators. enumerators, having provision for training of new batches

to fill the gap if required
[ ProbableRisks toRespondents | Risk Mitigation Measures |
Respondents may have concerns about | @ Respondents will be told about different quality
the confidentiality of the data that is control measures that Sambodhi will take to protect
being collected. their privacy.
® The data collected will be stored securely on
password-protected computers/devices and any
printed copies will be kept in a safe place.
® Only de-identified data will be used for analysis
and dissemination of findings and data access will
be given only to authorized research staff as per

the requirement of the study purpose.

Please note: In addition to the risks and mitigation strategies mentioned in this section, a detailed risk

and mitigation plan will be developed during design phase.
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