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Collaboration or Compliance: A multiple case study approach exploring teachers’
perspectives on interactions with parents within the framework of social accountability

in rural Sitapur, India.

Mansi Nanda

Abstract

Efforts to improve learning outcomes in developing countries have led to a growing interest in
increasing the capability of citizens, including parents, to directly hold teachers accountable
and make them responsive to their needs for better quality education (World Bank, 2004; Joshi,
2014; Ringold et al., 2012). This concept, also known as social accountability, refers to the
extent and capability of citizens to hold service providers accountable and make them
responsive to their needs (Fox, 2015; Joshi & Houtzager, 2012; Malena et al., 2004). While
initiatives focused on social accountability in health and education sector have proliferated in
recent years, the focus has mainly been on empowering citizens and building their capacities
to demand accountability, encouraging them to actively participate in dialogue with the service
providers, and measuring its impact on final outcomes such as improved service delivery (Joshi
& Houtzager, 2012; Fox, 2015; Joshi, 2013). However, an important aspect of this model that
has received less attention is the interface between citizens and service providers. Within
education sector, this implies that the relationship between teachers and parents significantly
influences the connections established between the two parties and the potential for
meaningful discussions about children’s learning (Dyer, Jacob, et al., 2022). Understanding
this relationship is crucial as it also impacts the responsiveness of teachers to parents, thereby
enhancing our comprehension of the mechanisms that contribute to the success of social
accountability initiatives. When teachers and parents have a collaborative relationship
characterised by dialogue, open communication and willingness to work together, teachers are
more likely to be receptive to the concerns and demands of parents. Such a collaborative
relationship enables teachers to better understand and appreciate parents’ perspectives, which
can lead to a greater level of responsiveness. However, when the relationship between teachers
and parents is strained or lacks collaboration, teachers may be less responsive to the demands

of parents, even if they are legitimate.

This thesis aims to expand on the mechanism to achieve success in social accountability

initiatives by exploring the relationship between teachers and parents from the perspective of
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teachers in rural Sitapur, India. By examining teachers' perspectives on their interactions with
parents, the thesis sheds light on the nature of their relationship with parents, which has
anticipated effects on teachers’ responsiveness towards the parents and implications for the
development of an accountable education system. Using Joshi’s (2014) framework of social
accountability, the thesis addresses the overarching question: What can we understand about
the teacher-parent relationship through government primary school teachers' perspectives on
interactions with parents in rural Sitapur, India? To address this question, the thesis adopts a
multiple case study approach, drawing on semi-structured interviews with 17 primary school
teachers (including head teachers, regular teachers, and para teachers), teacher survey data and
two observations. It examines teachers’ perspectives on the opportunities they have to interact
with the parents, their willingness to engage in these interactions and what their experiences
within these interactions convey about the relationship forged with parents. Spread across six
government primary schools, these teachers were purposively sampled based on their initial
willingness to be involved in a larger evaluation study that aimed evaluate whether schools’
accountability for learning can be strengthened from the grassroots by bringing schools and
communities together to improve children’s learning in rural Sitapur, India (Faculty of

Education, University of Cambridge, 2018).

The findings from the thesis show that despite the presence of opportunities within and outside
school mandates for teachers to interact with parents, there is a lack of collaboration and
reciprocity between teachers and parents. Teachers’ perspectives on the formal interactions
with parents exhibit a compliance driven mindset, where the focus is on parental presence over
participation in official meetings. These interactions are characterised by one-way information
flows and an absence of dialogue between teachers and parents. Moreover, negative
experiences in the past, lack of being able to realise the expected benefits from interactions
have resulted in teachers categorising parental interactions as a low-priority task and assigning
only functional roles to parents that do not seek dialogue or collaboration. This diminishes the
likelihood of teachers responding to parents’ demands or concerns. The findings highlight that
the lack of connectedness between teachers and parents does not stem from a lack of
willingness on the part of teachers, but rather from a lack of understanding of the requirements
for building a reciprocal relationship with parents. Teachers seemed to be unaware that the

interactions with parents are not conducive to collaboration.
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The main contributions of this thesis are twofold. First, it critically examines the prevailing
models of social accountability that focuses primarily on empowering citizens. It emphasises
the pivotal role of the teacher-parent relationship in influencing teachers' responsiveness to
parental demands and providing a platform for parental expression. By recognising the
significance of this relationship, the findings emphasise the need to understand the micro
context and unpack the causal chain within the social accountability mechanism (Joshi, 2014).
Second, the thesis adds to the limited evidence in the existing literature around social
accountability in education. It emphasises the importance of interactions in helping build a
collaborative relationship between teachers and parents within these initiatives. While previous
studies have acknowledged the significance of creating spaces within social accountability
mechanisms, the immediate relationship between teachers and parents has been understudied.
Understanding this relationship underscores the need to create an enabling environment for
social accountability initiatives and recognizes the specific dynamics between teachers and
parents (Fox, 2015, Grandvoinnet et al., 2015). Overall, the thesis enhances our understanding
of mechanisms within social accountability by examining the perspectives of teachers in rural
Sitapur, India, regarding their interactions with parents and the resulting relationship between

the two.
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Chapter 1. Introduction to the thesis
1.1 Introduction

The learning crisis in developing countries, particularly in India and the Global South, is well-
documented (World Bank, 2018; UNESCO, 2014; Pritchett, 2015; Asim et al., 2017; Dundar
etal., 2014). There is a wide consensus among policymakers that while access to education has
improved significantly, children’s learning has not kept pace. Data from several assessments
in India have revealed that children do not acquire basic foundational skills in school (ASER,
2019; Beatty & Pritchett, 2012) despite recognition of the fact that their acquisition is an
important prerequisite for lifelong learning (Gol, 2020). The learning gap is more prevalent in
rural areas where children belong to disadvantaged backgrounds (Alcott & Rose, 2017,
Rolleston & James, 2015) in terms of income, parental education levels, and the absence of
parental support in children’s learning. In addition, teachers teaching in government schools in
India are insufficiently trained to handle classrooms with multiple grades and differentiated
learning levels, and the curriculum is set way above the actual learning levels of children (Kaul,
Bhattacharjea, Chaudhary, Ramanujan, Banerji, Nanda, 2017; Pritchett & Beatty, 2012;
Chavan, 2015; Bhattacharjea, Wadhwa & Banerji, 2011). Teachers are required to complete
the curriculum within the school year, and the Right to Free and Compulsory Education (RTE)
Act does not allow grade repetition until the end of primary schooling, regardless of the
students’ learning levels (Gol, 2009). This has led to children, especially in rural areas in India,

progressing through eight years of schooling without learning much.

In recent years, the recognition of these poor learning outcomes, particularly within public
schools in developing countries, has gained prominence in policy discussions, prompting the
implementation of initiatives aimed at enhancing these educational outcomes. Emphasis has
been placed on increasing the accountability of schools (UNESCO, 2017; Yan, 2019; Mbiti,
2016). Accountability can take several forms such as the establishment of performance
benchmarks or standards by governments, which schools are expected to adhere to, coupled
with ongoing monitoring and evaluation mechanisms to gauge progress. Moreover, formal
structures require teachers to report their achievements and daily activities to higher authorities
within a formal structure, facing repercussions if predetermined standards are not met. A recent
paper by Dyer, Jacob, Patil and Mishra (2022) contributes valuable insights to the discussion

on accountability mechanisms. The authors in the study accentuate the pitfalls of 'long'



mechanisms of accountability, where an excessive focus on administrative aspects can hinder
genuine engagement and collaborative partnerships between teachers and parents over time.
The challenges posed by the performative nature of school-family communications identified
in their research mirrors the limitations of bureaucratic accountability practices. Such inherent
weakness and inefficiencies within these ‘long’ forms of accountability setup have given rise
to an alternate dimension of accountability, the social accountability or the short route
accountability (World Bank, 2003; Ringold, Holla, Koziol, Srinivasan, 2012; Joshi, 2014).
This form of accountability refers to the ways in which communities, parents, and other
stakeholders can hold schools and other education providers accountable for their performance.
This perspective is rooted in the belief that schools should be beholden not only to
governmental bodies but also to the communities they serve, ensuring responsiveness to local

needs and concerns.

Social accountability is important because it can help ensure that schools become responsive
directly to the needs and concerns of their communities, and that they are accountable not only
to government authorities but also to the people they serve. It not only provides an opportunity
for the community to voice their opinions and concerns and hold service providers accountable
for their performance, but also promotes greater participation and engagement of communities
within the education system. Social accountability can take many forms by involving
communities in the process of monitoring and evaluating school performance. These forms are
more participatory and deliberative than confrontational, and include community scorecards,
citizen report cards, public hearings, and other mechanisms for public participation and
feedback (Joshi, 2014; Aiyar, 2010; Brummel, 2021). By engaging in social accountability,
communities can help identify problems, track progress, and ensure that schools meet the needs
of all students, including those from marginalized and disadvantaged groups (Malena et al.,

2004; Fox, 2015).

In India as well as in other developing countries, there has been an increase in social
accountability initiatives aimed at empowering parents and building their capacity to demand
accountability from schools through various channels, as documented in studies by Banerjee
etal. (2008), Aiyar et al. (2009); Ringold et al. (2012); Pandey et al. (2009); Galab et al. (2013).
However, these initiatives have primarily focused on the role of citizens or parents in enhancing
accountability, and there is a notable gap in the literature regarding the relationship between

teachers and parents. There are several reasons why establishing and understanding this



relationship between teachers and parents is crucial. First, social accountability mechanisms
are premised on the idea that citizens demand accountability from service providers. However,
to demand accountability, citizens must communicate with the service providers and voice their
demands or concerns. Second, effective social accountability initiatives will also require
service providers to respond to citizens’ demands. The nature and dynamics of the teacher-
parent relationship can affect whether teachers are receptive to the demands of parents and are
motivated to communicate and interact with the parents (Joshi & McCluskey, 2018), making
this relationship an important interface between citizens’ demands and responsiveness of
service providers within social accountability mechanism. Despite the significance of teacher-
parent relationship in fostering effective social accountability in education, there is limited
research examining this relationship. While previous studies have focused on the impact of
social accountability initiatives on student outcomes, they have largely neglected to explore
the nature of the relationship between teachers and parents and how this relationship can

facilitate or hinder the success of such initiatives.

To further add to this understanding of this relationship and connection between schools and
families within social accountability in education, this thesis addresses the following question:
What can we understand about the teacher parent relationship through government school
teachers' perspectives on interactions with parents in rural Sitapur, India? Understanding how
teachers perceive their interactions with parents can provide insights into the nature of
relationship that is likely to develop between teachers and parents. This can further determine
teachers’ responsiveness to parental demands for improved education of children. To do this,
I adopt the concept of social accountability in education. I specifically rely on Joshi’s (2014)
conceptualisation of social accountability as it offers a helpful framework for comprehending
the dynamics between teachers and parents. This framework highlights the need to unpack the
causal chain or theory of change to understand how desired outcomes are achieved within the
process of social accountability. This approach aligns with the aim of the thesis to explore the
relationship between teachers and parents. This relationship can be viewed as a component of
social accountability, contributing to the understanding of the conditions under which the

provision of information to citizens can elicit a response from service providers.



1.2 Thesis aims and significance

The overarching aim of the thesis is to gain an understanding of the teacher parent relationship
through government school teachers’ perspectives on interactions with parents in rural Sitapur,
India using the framework of social accountability. Specifically, it investigates teachers’
perspectives on the opportunities they have to interact with the parents, their perceived benefits
of these interactions and expectations from parents, and their experiences of interactions. It
uses qualitative research methods, including in-depth interviews with teachers, observational
data and descriptive quantitative survey data on teachers to provide a rich and nuanced
understanding of teachers’ relationship with parents through gaining an understanding of

interactions between them.

The main contribution of the thesis is that it addresses an existing gap in our understanding of
social accountability mechanisms by highlighting how teachers’ perspectives and experiences
influence their interactions with the parents and the resulting relationship forged between the
two groups. While previous studies have acknowledged the significance of creating spaces
within social accountability mechanisms, the immediate relationship between teachers and
parents has lacked adequate attention. The nature of the relationship between teachers and
parents can have a significant impact on teachers’ responsiveness to parents within social
accountability. A collaborative relationship between teachers and parents built on trust is more
likely to make teachers responsive to parents’ concerns and suggestions. On the other hand, an
uncooperative relationship lacking trust may lead teachers to be less willing to listen to parents’
concerns and may be less responsive to them. Understanding this relationship also underscores
the need to create an enabling environment for social accountability initiatives and recognizes
the specific dynamics between teachers and parents (Fox, 2015, Grandvoinnet et al., 2015).
The findings from the thesis can inform the development of strategies for promoting
collaborative and reciprocal relationships between teachers and parents in the education

system, which can enhance social accountability and ultimately, improve student outcomes.

In addition, the deteriorating quality of education has been blamed on the teachers, who have
often been presented as a part of the problem of low-quality education in government schools
(Kundu, 2019; Sarangapani & Pappu, 2021). Even the national education policy (NEP) of India
(Gol, 2020) characterises teachers as the ones responsible for inadequate quality education

(Sayed, Subramanian & Jain, 2021). This has led to development of a culture of teacher



accountability stemming from a position of distrust in teachers. Consequently, initiatives
towards improving teacher accountability have often been confrontational, focusing on keeping
a check on teachers through Increased monitoring and surveillance to keep absenteeism on
check or through increased community participation in schools (Mukhopadhyay & Ali, 2021).
This thesis, however, pushes towards adopting a non-confrontational approach towards
improving teacher accountability to the parents by aiming to understand the potential of
collaborative relationships between teachers and parents from the perspectives of teachers
themselves. Such an approach does not view teachers as the problem but attempts to understand
their perspectives and willingness to interact with the parents. An understanding of these
perspectives is the first step towards identifying if interactions are helping build connectedness
between teachers and parents, as well providing evidence on the type of support needed by

teachers to build a collaboration with parents.

The focus on teachers is justified due to several reasons. First, most students in rural locations
in India are first-generation learners, whose parents face difficulty in following what happens
in schools and in identifying the low learning levels of their children. Even if parents are
provided with information related to children’s learning and their rights, they often
perceive that they lack the authority to question teachers’ practices (Narwana, 2015;
Ramachandran et al., 2005). In such situations, it is the teacher who is likely to lead the
interactions with parents. Second, research has shown that teachers play a significant role in
encouraging parental involvement in children’s education (Goodall & Montgomery, 2013;
Islam, 2017; Epstein, 2010). Such an involvement is likely to encourage a collaborative
relationship between teachers and parents, which has consequences on teachers’
responsiveness to parents’ concerns within social accountability mechanism. Third, as
facilitators of education, teachers play a significant role in the overall functioning of the school
and in influencing the goal of educational reform (Kundu, 2019; Singh et al., 2016; Rawal &
Kingdon, 2010). Any attempt to change the education system needs to consider the
perspectives of teachers. By examining teachers’ perspectives, this research can highlight what
makes teachers initiate interactions with parents and identify the ways in which teachers can

become responsive to parents’ concerns in rural India.



1.3 Background to the thesis

The thesis originates from a larger project entitled ‘Can schools’ accountability for learning be
strengthened from the grassroots? Investigating the potential for community-school
partnerships in India’! The project is an evaluation study that was designed and conceptualized
in January 2018 by the Research on Equitable Access and Learning (REAL) Centre in Faculty
of Education, University of Cambridge, ASER Centre, New Delhi and Pratham Education
Foundation, New Delhi, India. While Pratham Education Foundation was the implementing
partner of the randomised control trial (RCT) designed within the evaluation study, the REAL
Centre and ASER Centre led the research to show the impact of this RCT on children’s
learning. The embedded nature of this thesis can be explained through the design of the

evaluation study.

The evaluation study was designed to explore the potential of community-based accountability
relationships to raise children’s foundation learning outcomes with a focus on the most
disadvantaged primary-school learners, especially those living in rural areas and attending
government schools. It aimed to understand whether, and how changes occur when school
actors are supported to view their accountability as being primarily to their local community
and their goal as raising all children’s learning. To do this, it evaluated a grassroots intervention
that supports teachers to work directly with the parents and other members of the village
community to develop a shared understanding of children’s learning levels, collaborate in
planning how to raise these levels, and facilitate action both inside and outside the classroom.
In addition to analysing changes in children’s learning, it also aimed to examine the
intervention’s capacity to create changes in school-community relations, and teachers’

attitudes, perceptions, and actions in the classroom (Sabates, Bhattacharjea & Wadhwa, 2020).

The evaluation study was a mixed methods study in rural villages in Sitapur district in Uttar
Pradesh state in India. The first component of the study was a quantitative study which included
surveys with head teachers, language teacher, household information, parent survey, village

information and children’s learning outcomes. This data collection was led by ASER Centre,

! The funding for the project was obtained jointly by Economic and Social Research Council (ESRC) and
Foreign, Commonwealth and Development Office (FCDO) in UK. The RCT activities were supported through
funding provided by Mars Wrigley Foundation and Bill and Melinda Gates Foundation

(http://www.educ.cam.ac.uk/centres/real/researchthemes/teachingandlearning/accountability/)
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who trained and hired teams to conduct the above surveys in three phases (Baseline: September
to December 2018; midline: September to December 2019; endline: Online 2021). The second
component of the evaluation was a qualitative sub-study designed to understand the
perspectives of community members in the village and teachers within the schools on various
aspects related to the evaluation study. The central team members at ASER Centre? focused on
the community members in the village and I, through this thesis, focused on the teachers within
the schools situated in these villages. The villages and schools shortlisted for the qualitative
sub-study belonged to the treatment group within the RCT that focused on both schools and
communities®. As such, while this thesis is my independent research, it is tied with the
evaluation study in three ways. First, the participation of teachers in the RCT formed the basis
of sample selection for this thesis. This is because teachers’ voluntary participation in the
community-based evaluation indicated their willingness to engage with the parents. This
formed the starting point of this thesis, where I chose the schools in which teachers showed
their interest in engaging with the parents*. Second, to answer the research questions in the
thesis, I observed the parent-teacher meetings organised as a part of the RCT, as well as utilized
the data from the baseline teacher survey collected as a part of the evaluation study (Chapter
2). Thirdly, I use the information about villages in which my sample schools were located to

describe the context of these schools (Chapter 4).

Overall, the evaluation study can be viewed from the lens of social accountability in education,
as its objective is to facilitate collaboration between teachers and parents to improve children’s
learning. Within this, the focus of the thesis is to understand the relationship between teachers
and parents from the perspective of teachers. This perspective can add valuable insights into
the likelihood of responsiveness of teachers to parents within the framework of social

accountability.

2 The central team members at ASER Centre were Akanksha Pandey, Ankita Jha, Poorva Shekher and Purnima
Ramanujan. They focused on the understanding the role of community members within the qualitative sub study.
* The RCT had a control group and two treatment groups. In treatment group 1, the focus was only on community
members and in treatment group 2, the focus was on both schools and community members.

4Several activities were included in the evaluation such as volunteer-led classes for children, community events
organised in the village and parent-teacher meetings organised in the school. All these activities were aimed at

encouraging ownership of children’s learning and bringing teachers and parents together.



1.4 Definitions of key concepts

In this section, I provide the definition of some of the key concepts that I use throughout the
thesis. Given that these concepts could have different meanings across contexts and there is no
single definition that can be ascribed to them, I provide an operational definition based on the

literature in the field, to indicate the way in which I use these concepts in the thesis.

Teachers’ perspectives

In this study, the term ‘perspectives’ refers to a particular viewpoint or way of looking at
something. It encompasses an individual’s beliefs, attitudes, values, experiences, and
assumptions, which all play a role in shaping how they perceive and interpret information,
events, or situations. I use this generic definition because scholars often use the terms
perspectives, beliefs, and perceptions interchangeably within education research, making it
difficult to narrow down or pinpoint a specific term. For the purposes of this study, I define
these perspectives as those that represent teachers’ beliefs, which, in turn, are influenced by
their experience, education, and tend to guide their practices. This definition is closer to
Pajares’ (1992) definition of beliefs as personal constructs that provide understanding and
judgments. Throughout this thesis, I examine teachers’ perspectives on the opportunities they
have to interact with parents, benefits derived from such interactions and their experiences with

parents within these interactions.

Interactions between teachers and parents

In this thesis, I focus on interactions between teachers and parents. I define these interactions
as any opportunity that teachers get to communicate with the parents. The key requirement of
such interactions is the presence of both teachers and parents. This definition of interactions is
closely related to Goodall’s (2016) definition of communication within home-school
partnership. She differentiates between the communication and dialogue by stating that
communication implies giving/receiving information whether the response is forthcoming or
not, while dialogue requires a response. Based on the definition adopted for this thesis,

interactions could include dialogue, but this is not necessarily the case.

Collaborative relationship

The term ‘Collaboration’ in this thesis implies teachers and parents working together. Goodall

and Montgomery’s (2013) model on parental involvement presents a continuum which starts



with ‘parental involvement in school’, where school is the main controller of interactions and
communication. The second point in the continuum is ‘parental involvement with schooling’
where teachers seek information from parents, who are assumed as active contributors to
children’s learning. The third point in the continuum is parental engagement with children’s
learning where parents play a central role in children’s learning and teachers are eager to learn

from parents.

Through this thesis, I aim to understand if interactions help to build a collaborative relationship
between teachers and parents. I define these collaborative relationships as closest to the second
point in the continuum of Goodall and Montgomery’s framework. Such a type of relationship
presupposes that parents and teachers are inclined towards a shared agency and shared
responsibility of children’s learning. This implies that a collaborative relationship is one where
both teachers and parents are willing to actively participate in dialogue with each other. In such
a relationship, teachers acknowledge the role played by parents in children’s learning and

actively seek their advice and involvement in the school.

Community members and citizens

For the purposes of this thesis, ‘community members’ refer to individuals who reside in the
same geographic area. In the literature on family-school engagement and school-based
management policies in India, there are a variety of terms used to describe these community
members, including parents of children attending government, private, or other types of
schools, as well as other village residents like the village head. It is worth noting that while this
thesis specifically examines parents of children in government schools, they are just one subset

of the larger community.

While ‘citizens’ is a generic term that refers to any person belonging to a country, for this
research, I use ‘citizens’ in discussions related to social accountability in education, where it

refers to the users of educational services, and teachers are considered service providers.

1.5 Motivation for the thesis

The motivation for pursuing this research came from my own experience of working with the
ASER Centre, which is the research and assessment arm of the Pratham Education Foundation

in India. It is one of the largest non-government organisations (NGO) in the field of rural



education in the country. Working in a large-scale organisation gave me an opportunity to
travel extensively across different states in India, meet teachers, students, and their families
living in rural areas and get a bird’s eye view of the factors that drive communication in a
village setting. My interest in community participation in schools and the relationship between
schools and families was piqued after I participated in one of the campaigns organised by
Pratham Education Foundation in 2016 ‘Lakhon Mein Ek’ (translation: One in a million). This
was essentially a ‘call to action’ to mobilise community members to make them aware about
children’s learning levels in their village. Beyond improving children’s learning, the aim of the
campaign was to build a sense of ownership towards children’s learning. Although I was only
an observer of the campaign at the time, the response from the community sparked an interest
in exploring how their participation could have a positive, multiplier impact on children’s
learning. Around the same timeline, a project on increasing accountability through the
grassroots was proposed to be conducted in rural Sitapur, India. This was an extension to the
‘Lakhon mein Ek’ campaign’ that aimed to measure the impact of community-driven activities
on children’s learning, by encouraging both teachers and parents to work together. This seemed
both impactful and exciting, and I was particularly interested in understanding teachers’ role
within these activities and how they interact with the parents and other community members

within the project.
1.6 Thesis Outline

This section outlines the structure of the thesis. In Chapter 2, I provide a comprehensive review
of the literature related to parent teacher relationship within social accountability. I begin by
explaining the model of social accountability by stating its various definitions that exist in
literature and then describe its components through various models. Additionally, I explore
both theoretical and empirical evidence to identify the gaps in our understanding of social
accountability. This is followed by evidence related to parent teacher interactions in India to

explain the linkages between interactions, relationship formation and teacher responsiveness.

5 Lakhon mein Ek campaign was initiated by Pratham Education Foundation in 2015 in India. The campaign was
a call-to-action campaign to work towards improving the status of children’s learning in 100,000 villages. The
aim of the campaign was to raise awareness of children’s low levels of learning by involving the local volunteers
from the village. In addition to raising awareness, the campaign also aimed to instil community involvement in
children’s learning through organising reading groups in neighbouring houses who were supervised by an adult

within these households.
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To tie everything together, I present a conceptual framework that is based on the social
accountability model and incorporates the elements from the larger evaluation study while
presenting the focus of the thesis. The chapter concludes by identifying the specific research

questions addressed in the thesis.

In Chapter 3, I present the overall research design of the thesis. I start by providing a reflexive
account of my own positionality within the research which is followed by stating the theoretical
underpinnings of the research. This includes a discussion on the research paradigm followed
in the thesis and the research approach adopted. In addition to this, I explain the sampling
process and describe the characteristics of the research participants, the diverse research
methods I use to collect data and the techniques I use to analyse this data. Next, I expand on
the timelines for this research, the various challenges I encountered during data collection,
especially the disruptions caused due to the COVID-19 pandemic. I then detail the ways in
which I ensured this research is rigorous and also explain the limitations of the research design.
Lastly, in this chapter, I describe the ethical considerations for this research where I expand

informed consent and responsibilities towards the research team I was working with.

In Chapter 4, I provide an overview of sites within which the sample schools are located. I start
with a brief description of context of Uttar Pradesh and Sitapur. I then expand on the villages
in which the case study schools are located. Given that this thesis involves discussions around
government primary school teachers’ communication with parents, it is important to have a
basic understanding of the villages in which these schools are located, particularly those in the
sample. Accordingly, I use the qualitative summaries about the accessibility, occupational and
educational scenario in the village collected by the qualitative team at the ASER Centre,
combined with my own observations of these locations. In addition to this, I also provide
summaries from the data collected from the quantitative surveys as a part of the evaluation
study to provide an overview of accessibility and facilities of the villages, schools, household
information related to parents’ visit to the schools. The purpose of this chapter is to provide a
basic understanding of the context in which government primary school teachers’
communication with parents is taking place. Such a detailed contextual understanding of the
study setting can enhance the transferability of research findings and help scholars/readers

make informed decisions about the applicability of the research findings to their own contexts.
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Chapters 5, 6 and 7 are the three analytical chapters that address the three research questions
in the thesis. In Chapter 5, I focus on understanding the dynamics of interactions between
teachers and parents from the perspective of teachers. The chapter aims to answer the research
question: “What are teachers’ perspectives on the opportunities they have to interact with
parents?” The goal is to gain insights into how teachers perceive opportunities for interactions,
how do they use these opportunities to ultimately identify whether these interactions contribute
to building a positive collaborative relationship with parents. The chapter begins with an
introduction that sets out the research question and explains the purpose of the question. The
chapter provides a comprehensive understanding of the perspectives of teachers on the
opportunities they have to interact with parents. It sheds light on how teachers use these
interactions through describing the different forms of interactions, their purposes and the

factors that potentially influence these interactions.

Chapter 6 delves into teachers’ perspectives on the benefits derived from interactions with
parents and their expectations from parents. The chapter begins with an introduction that
emphasizes the importance of understanding teachers’ willingness to establish collaborative
relationships with parents. The research question addressed in this chapter is: “What are
teachers’ perspectives on the benefits of interactions with parents and their expectations from
parents?” The aim is to gain insights into the factors that influence teachers’ willingness to
interact with parents and maintain a positive relationship with them. Overall, the chapter
provides insights into teachers’ perspectives on the benefits they derive from interactions with
parents and their expectations from parents. It explores teachers’ willingness to engage with

parents to establishes a collaboration with them.

In Chapter 7, I focus on teachers’ experiences of interactions with parents and aim to
understand the interconnectedness between experiences, perspectives and relationship forged
between teachers and parents. The chapter begins with an introduction that builds upon the
previous chapter’s exploration of teachers’ willingness to interact with parents. The research
question addressed in this chapter is: “What do teachers’ experiences of interactions with
parents convey about the relationship between the two groups?” The objective is to identify
how this relationship may evolve over time. To answer this question, I primarily rely on
qualitative interviews with teachers. I also draw upon my own observations of parent-teacher

meetings conducted within schools as part of a larger evaluation project. Overall, this chapter
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delves into teachers’ experiences of interactions with parents, aiming to understand the

longevity of the relationship between these two groups.

In Chapter 8, I use the findings from analysis conducted in Chapter 5, 6 and 7 to present a
discussion. The chapter draws on the evidence from the three research questions answered in
the previous chapters to present and discuss the findings from the perspectives of understanding
the relationship between teachers and parents. It also brings together the findings and draw

connections with the literature reviewed in chapter 2.

Chapter 9 forms the conclusion to the thesis. In addition to presenting a summary of the key
findings, I discuss the key contribution of the findings. I also reflect on the thesis to present its
limitations and scope for future research in understanding the relationship between teachers

and parents.

1.7 Concluding remarks

This chapter presented a broad overview of the thesis, its aims and objectives. The thesis is
focused on understanding the perspectives of government primary school teachers within rural
locations in Sitapur, India. It is framed around increasing accountability in education which is
viewed as one of the solutions to improve children’s learning problems across rural locations
in India and other developing countries as well. For this, it utilises the social accountability
framework by Joshi (2014). The thesis is drawn from a larger project that aimed to bring
schools and communities together and measure the impact on children’s learning. Given this
overview, in the next chapter, I review the existing empirical and theoretical evidence related

to this research.
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Chapter 2. Literature Review
2.1 Introduction

In this chapter, I review literature around parent teacher interactions within the realm of social
accountability in education. In section 2.2, I explain the search criteria I used to identify the
relevant existing research. In Section 2.3, I explain the model of social accountability in
education by defining the concept, its various conceptualisations and its core features. In
section 2.4, I review the research that has been conducted related to social accountability in
education. In doing so, I aim to identify areas of prior scholarship to contextualise my own
research and identify the gaps in understanding of social accountability in education. In section
2.5, I review the evidence related to parent teacher interactions in India to explain the linkages
between interactions, relationship formation and teacher responsiveness. In section 2.6, I
explain the conceptual framework of the thesis which combines the model of social
accountability with the elements of the larger evaluation project and the focus of this thesis.
Within this, I also justify the focus on teachers’ perspectives. In section 2.7, I summarise the

overall literature and define the specific research questions that this thesis addresses.

2.2 Literature search strategy

The literature search was initiated by conducting an initial scoping of existing research that
was broadly related to school-community partnerships. A Boolean search was carried out on
literature databases such as Educational Resources Information Centre (ERIC), Scopus, and
Google Scholar. Key search phrases used were ‘school-community partnership,” ‘school-
family collaboration,” and ‘parent-teacher relationship.” This search revealed evidence from
developed countries, highlighting the importance of partnership in improving student
achievement. One of the most cited works found from this search was Joyce Epstein’s
framework on types of parental involvement, which acted as a practical guide to building
stronger school-community partnerships (Epstein, 2010; Epstein, 2011). The framework
highlighted the close relationship between the concepts of school-community partnership and
parental involvement in children’s learning. This led to an expansion of the search criteria to
include parental involvement in schooling and community involvement in educational
improvement, which led to the discovery of Janet Goodall’s seminal work on school-family
partnership (Goodall, 2016; Goodall & Montgomery, 2013; Harris & Goodall, 2008). These

works have been written in relation to developed countries, particularly the United States and
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the United Kingdom. However, they highlighted the importance of communication between

teachers and parents to build school-community partnerships.

In order to find the relevant studies in context of India and other developing countries, I
modified my search criteria from school-community partnership to ‘community participation
in schools’ and ‘community involvement in schools’, ‘accountability relations’. This
modification came from my experiences of, and first-hand communication with researchers
working in education in India. As mentioned in Chapter 1, my motivation for undertaking this
research stemmed from my work as a researcher with the Pratham Education Foundation before
I began my PhD. I was aware of the organisation’s initiatives around community participation
and engagement in education, especially in rural areas. I used the reference list from the
published works in these initiatives to select relevant work that have focused on community
involvement in India. In addition to this, I also relied on first-hand communication with
researchers who had knowledge about Indian organisations that focus on school and
community partnerships, such as Saajha’; those that worked to improve foundational learning
outcomes of children such as the Central Square Foundation’; and those that worked on
understanding the accountability of schools in India such as the Accountability Initiative.® All
of the above helped provide three areas of focus for my literature review: 1) formal channels
of engagement that exist in primary schools run by the government; 2) teachers and parents do

not share an equal space and a disconnect exists between the two; and 3) discussions around

Saajha, means partnership. It is a non-profit organisation that works in four states- Delhi, Jharkhand, Karnataka
and Mabharashtra in India since 2014. Their aim is to enable parents of children studying in government schools
to become partners in their child’s education. They work at school level as well as community level to enable
parental participation in child’s learning.

7 Central Square Foundation is a non-profit organisation working with the vision of improving learning outcomes
of children from low-income communities. They partner with various social impact organisations in education to
build research on positive impact of innovative solutions that address critical issues in education and create
effective tools around these issues. These include early learning, technology in education, system governance and
classroom instructions.

8 Accountability Initiative is a research group which is a part of Centre for Policy Research in India. It works on
strengthening transparency and accountability in governance which is responsive to the citizen needs. Their work
focuses on understanding state capabilities and efficiency of public service delivery in India. Their work helped

me in locating my research within the broader area of accountability.
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community participation in schools can be viewed from a perspective of accountability and

public service delivery in education.

The evidence on parent-teacher relationship and community participation in schools showed
its close connections with the concept of social accountability that assumes an accountability
relationship between citizens and service providers, which in the case of the education sector,
are parents and teachers respectively. This determined my next search for relevant literature
that considered the concept of social accountability and its application within the education
sector. I also expanded the search for social accountability literature to include concepts such
as ‘service delivery’, ‘citizen participation in education’ and ‘transparency and accountability’
which were used as keywords. The review included journal articles that focused on conceptual
understanding of the concept of social accountability. I also included studies conducted with a
focus on increasing teacher accountability to community/parents in India. The results led to
two categories of studies. First, the studies related to identifying whether social accountability
initiatives work. In addition to presenting various models of social accountability, these studies
synthesised findings from some of the most cited initiatives undertaken in the field of social
accountability. The second category of studies included in the review were those that measured
the impact of various social accountability initiatives undertaken within education space. I

restricted the focus of these studies to India.

2.3 The concept of social accountability in education

2.3.1 Defining social accountability within the wider definitions of accountability.

Accountability in education, in general is viewed as a key factor for improving service delivery
or efficiency of public schools (UNESCO, 2017; Yan, 2019; Mbiti, 2016; Bruns, Filmer and
Patrinos, 2011). It comprises a set of relationships between different stakeholders such as
parents, schools and government. The World Development Report published by the World
Bank (2003) identified failures in service delivery as shortcomings within accountability
relationships. In its model of accountability, the report described the accountability relationship
along two lines, the long route, and the short route. The former involves: (i) citizens holding
the government accountable through democratic mechanisms of political representation, such
as elections; and (ii) the government, in turn, holding service providers accountable for

delivering services to the population, through formal mechanisms in public administration.
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Figure / presents the accountability framework and illustrates the two routes through which

accountability can be achieved.

Figure 1: The Accountability Framework showing long route and short route accountability

(World Bank, 2003, p.49)

The state
Politicians Policymakers

Citizens/clients Short route Providers

Coalitions/inclusion Management

Nonpoor Poor Frontline Organizations

Services

Source: World Bank (2003). The green highlighted area defines the focus of the concept of social accountability.

Due to inefficiencies within the long route, for example, the powerlessness of poor people, lack
of information and knowledge, lack of provisions to make the state accountable have given rise
to the short route of accountability which involves a direct service-delivery link between
citizens and service providers and is often referred to as bottom-up accountability or social

accountability (Ringold et al., 2012; Malena et al., 2004).

Malena et al. (2004) provide a detailed conceptual understanding of social accountability. They
clarify that social accountability is not a distinct form of accountability, but rather an approach
to holding service providers accountable. They defined it as “an approach towards building
accountability that relies on civic engagement, i.e., in which it is ordinary citizens and/or civil
society organizations who participate directly or indirectly in exacting accountability”
(Malena et al., 2004, p.3). It refers to formal or informal mechanisms by which citizens hold

service providers’ accountable. It can be distinguished from general accountability in that it
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involves reputational pressure and tends to be more collaborative in nature (Joshi & Houtzager,

2012).

Fox (2015) offers a comprehensive synthesis of the concept of social accountability. He states,
“In practice, the concept includes a wide range of institutional innovations that both encourage
and project voice. Insofar as social accountability builds citizen power vis-a-vis the state, it is
a political process—yet it is distinct from political account- ability of elected officials, where
citizen voice is usually delegated to representatives in between elections. This distinction
makes social accountability an especially relevant approach for societies in which

representative government is weak, unresponsive, or non-existent.”” (Fox, 2015, p.346)

2.3.2 The various models of social accountability

From the framework (Figure 1), it is clear that social accountability requires a direct interaction
between citizens and service providers in addition to ‘client power’. This client power refers
to the ability of parents and other stakeholders to demand that schools provide good quality
education. This ‘client power’ involves various mechanisms that empowers parents to hold
education providers accountable. These mechanisms include public reporting, community
scorecards, participatory budgeting, and other forms of citizen engagement (World Bank, 2003;
Malena et al., 2004; Aiyar et al., 2009). As the concept of social accountability has evolved
over time with various scholars contributing to a better understanding of the mechanism
guiding the usage of the concept, different models and terms have been used to describe the
core elements within social accountability. Joshi (2014) uses a simplistic model of social
accountability and broadly describes the three components within the social accountability- the

information, citizen action and state response (Figure 2).

Figure 2: The components of the social accountability framework (source: Joshi, 2014, p.28)

Information Citizen Action State Response
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Joshi (2014) discusses the social accountability model emphasizing that the journey from the
increased availability of information to citizen action and hence to the state’s response, is not
linear, and requires a look at the characteristics of each of these components. For example,
information has its own characteristics of usefulness including whether it is clear or not (Fox,
2007); whether the form in which it is provided is understandable; the source of the
information; and the type of information provided (Joshi, 2014). The way in which the
information is disseminated to citizens, and how they utilize it, plays an important role as well
(Aiyar, 2010). Similarly, citizen action and state’s response can take several forms. In the case
of the former, choice, and participation and voice are the main forms of citizen action through
which they can hold the service providers accountable. Similarly, the providers response can
involve making improvements in service provisioning; changing their own behaviour, and

advocating for reforms at a higher level, to name a few.

Grandvoinnet, Aslam and Raha (2015) presented an extended model of social accountability
to account for the complexities of state and citizen actors. They called social accountability the
interplay of five constituent elements. These five core elements include — ‘information’, ‘civic
mobilization’, ‘citizen action’, ‘citizen-state interface’ and ‘state action’ (Figure 3). Within
this, ‘citizen action’, which is considered the primary focus of social accountability implies
making demands or claiming for better public goods; ‘state action’ implies the extent to which
the governments, service providers are responding to the demands of citizens; ‘information’
represents the intermediaries that are required to convey the necessary information to citizens
to support their action; ‘citizen-state interface’ signifies the interactions between citizens and
state; ‘civic mobilization’ is considered necessary to spur and facilitate citizen ‘voice’ to
demand accountability. The authors move beyond the state and citizen dichotomy and
emphasise the importance on the relationship between citizens and state. They recognise that
information’, interface and civic mobilization components act as levers for ‘citizen action’ and
state action’ (Grandvoinnet et al., 2015, p.6). Similar to Grandvoinnet et al.’s model, Joshi and
Houtzager (2012) move beyond the dichotomy and conceptualize social accountability as “an
ongoing political engagement by social actors with the state as part of a long-term pattern of
interaction shaped by both historical forces and the current context” (Joshi & Houtzager, 2012:
p.146). Both these models are an attempt to unpack the complexities of social accountability

mechanism.
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Figure 3: The five elements within social accountability (Source: Grandvoinnet et al., 2015,

p-5)
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Brummel (2021) proposes a conceptual framework to study the functioning of social
accountability of public sector organizations in practice. He draws on Boven’s
conceptualisation of accountability which is considered as a relational concept and is defined
as “a relationship between an actor and a forum, in which the actor has an obligation to explain
and to justify his or her conduct, the forum can pose questions and pass judgement, and the
actor may face consequences” (Bovens, 2007, p.450). The definition of social accountability
given by Brummel is “a horizontal and explicit accountability relationship in which a public
sector organization gives an account vis-a-vis citizens and societal actors, including the media.
An accountability relationship should entail two additional elements to be classified as social
accountability: (a) it should consist of a non-hierarchical but a horizontal relationship between
the account-holder and the account-giver and (b) the account-holder should be classified as a
societal actor (i.e., citizens, clients, and organized groups, including the media) and that claims
to represent a particular societal interest with regard to a public authorities’ conduct.
(Brummel, 2021, p.1053). Brummel proposes a framework of social accountability that
emphasises importance of taking into account ‘nature of account-holder’ (i.e. whether account
holder is an individual, an external organised forum or an institutionalised forum), the
involvement of both account-holders and account-givers in all phases of accountability

processes (i.e. gaining an understanding into the conditions under which engagement between
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the two is more likely to occur) and understanding their behavioral strategies and intentions

(i.e. whether their behaviours support consensual or confrontational styles).

Brummel’s framework advances the conceptualisation of social accountability by bringing in
aspects of relationship between the account holder (the citizens) and the account giver (service
providers). It also extends the model by adding the behaviour and styles through which citizens
and service providers form a relationship. According to the study, consensual behaviours are
characterized by mutual agreement, cooperation, and collaboration between actors, while
confrontational behaviours are characterized by conflict, contestation, and opposition between
actors. The paper argues that both styles of behaviour can be effective in promoting social

accountability, depending on the context and the actors involved.

Along the similar lines of confrontational vs consensual behaviours, Hevia and Vergara-Lope
(2019) distinguish the concept of social accountability from educational accountability by
clarifying the nature of these concepts. They state that while educational accountability can be
considered as performance-based accountability, where standardized test results generate
pressure on schools, social accountability emphasises the participation of citizens in resolution
of problems, seeks to give greater voice to the citizens and is based on building relationship.
They state that that the theory of change of educational accountability rests on the idea that
disseminating the results to local communities will generate ‘positive pressure’ on schools and
teachers to improve those results. However, according to them, this has two major limitations.
First, that the provision of information alone may not be sufficient to induce accountability.
Second, the type of relationship within this proposed model is based on distrust, particularly
distrust of the teachers’ abilities and training, and of principals’ adequacy and parents
confronting the teachers instead of fostering mutual trust. For this reason, they regard social
accountability in education as a solution to overcome biases in educational accountability. For
them, social accountability approaches should work so that they encourage participation of
parents and teachers, and political and educational institutions in a single front fostering mutual
trust to improve children’s learning. Secondly, the social accountability initiatives should be
designed and implemented using strategic actions (Hevia & Vergara-Lope, 2019, p.36). These
strategic actions imply supplementing local information with capacity to change course of

action that is non-confrontational in nature.
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There are two main ways of achieving social accountability in education. One way is through
choice and competition. This implies that parents (who form citizens/clients) can make teachers
(who form service provider) accountable to improve the school performance through a market-
based mechanism where they opt for private schools or other schools to induce competition.
Under this mechanism, it is assumed that such a form of choice will lead to competition with
the private schools and generate pressure on government schools to improve services.
However, in case of parents in rural areas in India, this choice is not likely to work since
government schools are the only places where they can afford to send their children. The
second way in which social accountability can work is through “voice and participation.” In
this approach, parents and community members are encouraged to voice their concerns and
become active participants in the decision-making processes of the school. This involves
setting up mechanisms for regular communication and creating opportunities for active
participation of citizens such as school management committees (SMC) and parent-teacher
meetings (PTM). These can provide forums for parents to voice their concerns. Along the same
lines, Aiyar, Posani, Patnaik and Devasher (2009) also proposed a generic framework of social
accountability by discussing the failures of India’s two flagship programmes: the Sarva Shiksha
Abhiyan (SSA)’ in education and the National Rural Health Mission (NRHM)!? in health and
suggesting potential ways of enhancing social accountability in these two programs. In their
paper, they emphasised the two important components to work together voice and compact.
Voice refers to the ability of citizens and civil society organizations to demand accountability
from the government and public service providers. Compact refers to the agreement between
citizens and the government that outlines the responsibilities of each party in ensuring
accountability in public service delivery. According to them, “Social accountability in public

service delivery is a product of two things working together: a system of institutions designed

® The Sarva Shiksha Abhiyan (SSA) is a national program launched by the Government of India in 2001 to provide
free and compulsory education to all children between the ages of 6 and 14. The program aims to improve the
quality of education and ensure that every child has access to education. The paper cites the SSA as an example
of a program that has implemented social accountability mechanisms, such as community scorecards and public
hearings, to improve service delivery and ensure accountability.

10 NHRM is a national program launched by the Government of India in 2005 to improve the availability and
accessibility of quality healthcare in rural areas. The program aims to strengthen health systems, improve service
delivery, and empower communities to demand better healthcare services. The paper cites the NRHM as an
example of a program that has implemented social accountability mechanisms, such as community scorecards, to

improve service delivery and ensure accountability.
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in a manner that makes accountability structurally possible, and an informed and mobilized
citizenry that can draw upon platforms for engagement to make accountability demands on the
system. That is, strong voice, in conjunction with strong compact” (Aiyar, Posani, Patnaik &
Devasher, 2009, p.13). Through their framework (Figure 4), the authors argue that for social
accountability to be effective, the state must play an active role in facilitating citizen

engagement and participation.

This can be done by creating institutional structures and mechanisms that enable citizens to
provide feedback, make complaints, and participate in decision-making processes related to
public services. The authors suggest that the state can adopt various mechanisms to facilitate
citizen engagement and strengthen citizen voice, including: a) Providing access to information:
The state can provide citizens with access to information on public service delivery, such as
service standards, performance targets, and expenditure details. This can enable citizens to hold
public service providers accountable and demand better services; b) Creating channels for
feedback and complaints: The state can create channels for citizens to provide feedback and
make complaints about public service delivery. These channels include setting up helplines,
suggestion boxes, and online platforms for feedback; c)Establishing participatory decision-
making processes. The state can involve citizens in decision-making processes related to public
service delivery. This can include setting up citizen committees or holding public consultations

on service delivery issues.

Figure 4: The two components essential for success of social accountability (Source: Aiyar et

al., 2009, p.13)

Overall, the section highlights the definitions and conceptual models of social accountability.

Each model attempts to unpack the mechanism of social accountability and provides different
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elements that need to be considered. Joshi (2014) presents a simplistic model that defines the
main components within social accountability, ‘information’, ‘citizen action’ and °‘state
response’. To extend this model, Grandvoinnet et al.’s model adds to it the component of
‘citizen-state interface’ and ‘citizen mobilisation’. Further, Hevia and Vergara-Lope (2019)
and Brummel (2021) present different styles of accountability- consensual and confrontational.
These highlight the ‘relational’ nature of social accountability. Finally, Aiyar et al. (2009)
emphasise the importance of institutional channels and ability of citizens to use these channels

to voice their concerns.

2.4 Current research on social accountability in education

The primary objective of this section is to conduct a synthesis of the available research on
social accountability in education. By conducting this review, I intend to provide a
comprehensive background to the research on social accountability in education and identify
gaps and limitations in the existing literature, which helped me in formulating the research

questions of this thesis.

For the purposes of this review, the evidence related to social accountability can be divided
into two main categories. The first category includes the set of studies that aim to measure the
impact of specific tools used within social accountability- for example- citizen monitoring and
information provision on either learning outcomes of children or participation of citizens.
Given the focus of this research on rural schools in India, I restrict the review of empirical
evidence to the context of education within India. The second category includes studies
conducted to understand the overall impact of social accountability initiatives. In addition to
providing conceptual clarity on social accountability, these studies aim to lay out whether
social accountability initiatives work or not. In doing so, these studies highlight important
factors that need to be considered while designing initiatives focused on social accountability
and achieving success within these. The next two sections discuss these two categories within

the research evidence on social accountability.

2.4.1 Empirical evidence on the impact assessment of specific social accountability tools
Social accountability initiatives use various tools to hold education providers accountable, such
as citizen scorecards, community monitoring, and information provision. All these tools or

instruments involve citizens in the oversight of government services and can therefore, be
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considered social accountability initiatives (Ackerman, 2005). This section reviews the
existing literature on the impact assessment of some of these tools used in education sector and
highlights the key findings and limitations of these studies. The review of these studies has
revealed that the focus of these initiatives have largely been from perspective of citizens, with
one of the main stakeholders, the service providers’ perspective (in the case of this thesis, the
teachers) being neglected. Most of the evidence within social accountability in education in
India overlaps with the evidence on community participation in schools. I review this evidence

from the lens of social accountability and its components.

One of the studies focusing on the ‘information’ component of social accountability was
conducted by Pandey, Goyal, and Sundararaman (2009). The study examined the impact of
information campaigns on school performance in three states in India: Uttar Pradesh (UP),
Madhya Pradesh (MP) and Karnataka. The randomised intervention tested whether information
about roles and responsibilities in village education committee (VEC), when disseminated
through village meetings and campaigns, had any effect on children’s learning outcomes. The
findings showed that while it did impact learning outcomes, it was fairly small. The study also
pointed to some intermediate outcomes from these information campaigns- increased teacher
effort in UP, increased visits made by parents to the schools, as well as increase in the number
of meetings between teachers and parents. The findings of the study showed information
campaigns might be important for improvement in learning and have positive effects on
variables such as teacher effort, parent- teacher interactions and parental involvement in school.
However, it did not focus on the mechanism that could have led to improved learning outcomes.
For example- how information campaigns led to an increase in interactions between parents
and teachers and what made teachers increase their efforts. These questions could help unpack
how and what changes do information campaigns bring among the different stakeholders
participation in school as well as with each other that could affect children’s learning outcomes.
Nevertheless, the study showed that there is some linkage between the intermediate outcomes
of increased parent visits to school, increased interactions between parents and teachers and

improved learning outcomes of children.

Banerjee et al., (2008) in their study moved beyond information provision. The study was
undertaken in Uttar Pradesh state in India by Pratham education foundation. It evaluated three
interventions aimed at encouraging beneficiaries' participation in monitoring public services

and relied on two components within social accountability in education - information
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component and citizen action. It looked at the impact of informing citizens about the roles and
responsibilities of the Village Education Committee (VEC) members on their participation in
schools and children’s learning levels through three types of intervention. The first intervention
focused on providing information to the committee members about their roles and
responsibilities within the VEC. The second intervention aimed to enhance the effects of the
first intervention by incorporating additional activities. In addition to informing the members
about the rights and duties within VEC, Pratham team members also focused on informing the
parents and the VEC members about status of children’s learning. The various neighbourhood
report cards were aggregated to form the village report card, which was then discussed at the
village-wide meeting, aiming to facilitate community-wide discussions around the issue of
learning levels in children. The third intervention was an extension of the first and second
intervention and invited and trained local volunteers to conduct classes for children after
school. The hypotheses of the interventions were that increased information to the existing
institutions will lead to greater involvement and mobilising citizens about children’s learning
status will encourage them to actively get involved in functioning of school which will then
lead to improved overall performance of school and children’s learning. In this sense, the study
used information provision and citizen report cards as social accountability tools to understand
how it impacts the overall performance of children as well as if it changes the involvement of
parents in functioning of government schools. The results from the experiment showed neither
information sharing nor mobilising citizens around children’s learning status brought any
changes in community involvement in monitoring of schools. However, the third intervention
saw changes in learning outcomes for children who attended the classes. According to the
authors, one thing that set the third intervention apart from the first two, in addition to
involvement of local volunteers, was that the community could do this activity without
engaging with the school. The results from the interventions revealed that although parents and
VEC members were more aware about their roles and responsibilities and status of children’s
learning, there were no change observed in their engagement with the schools. However, the
third intervention showed a significant improvement in children’s learning levels indicating
that offering villagers alternative forms of participatory actions has the ability to improve
learning outcomes for children. One of the main limitations of this study is that while it raises
awareness, furnishes information and mobilises citizens about status of children’s learning
levels in expectation that this would lead to increased participation in monitoring school
functioning, it disregards and completely ignores the role of teachers as well as the relationship

between parents and teachers within this citizen-led initiative.
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This importance of relationship between parents and teachers is pointed out by Galab, et al.
(2013). The authors describe the findings from a particular project called ‘Vidya Chaitanyam
(VO)!! in Andhra Pradesh that aimed to support citizens to demand, monitor and advocate for
quality service delivery from government education providers. The idea of the project was to
empower the members of the school management committee (SMC) to hold their local schools
to account through regular face-to-face ‘inspection’ visits to collect the scorecard data and
through the publication of results at the local SMC and at local women’s self-help groups
(Galab, et al., 2013, p.14). The design of the project was based on capacity building among
illiterate and semi-literate mothers, to assess the quality of basic education in state schools,
using simple scorecard process. The project had a few sequenced interventions. First, it
designed information campaigns to build local awareness and knowledge of Right to Education
Act. Second, it designed a simple scorecard that was set out to capture the basic quality criteria
for schools. This scorecard was designed as a tool to guide expectations of the community and
to support discussions in SMCs. Third, the intervention involved training of local self-help
group meetings in using the scorecard, approaching the teachers in school, monitoring the
quality of school and reporting back to the school management committee. Fourth, it included
door-to-door campaigns to encourage parental attendance at SMC meetings. Fifth, it included
training the SMC on effective management procedures and participation expectations. This

component gave parents a forum to voice their concerns and discuss scorecard performance.

The project’s theory of change was that improved awareness of rights and service expectations,
coupled with improved transparency would empower the community to demand improvements
and make schools more accountable. One of the strongest characteristics of the study’s findings
is that it delved into the mechanisms that led schools to become more accountable. The key
findings showed significant improvements in school accountability and governance, seen
through the improved functioning of SMCs, improved parental attendance, more purposeful
discussions in SMC meetings about school quality, increased pressure from parents for school
improvements, which in turn improved school responsiveness because of the pressure.
According to the authors, the intervention led to increased frequency of meetings and an

increased parent-school interactions. These SMC discussions enabled both parents and teachers

1 Vidya Chaitanyam translates to self- help group partnership in education programme. The project included 500
schools and 50000 children. The project was conducted between 2008-2012 in 7 regional mandals in Andhra
Pradesh.
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to equally identify relevant school quality issues. This was because of the scorecard that played
an important role in developing a shared understanding of dimensions of school quality.
Qualitative evidence in the study showed cases where scorecards helped parents understand
the key features to look for in their child’s school. SMCs started having written agendas.
Another key finding was that parents were able to apply pressure and voice at SMC meetings.
The report highlighted two key changes that were critical for school improvement: a more
equal power balance between the community and school and a sense of joint responsibility for
school and student performance. The power balance ensured parents voice were heard at the
SMC, and the joint responsibility ensured shared sense of ownership developed through
genuine dialogue. The success of the initiative has been attributed to profound changes in
parent-school relationship (Galab, et al., 2013, p.34). The study is a good example of projects
implementing social accountability initiatives and unpacking the mechanisms that lead
information provision, citizen action to improvement in quality of schools. It adds to the limited
evidence on assumed linkages through which social accountability initiatives lead to desired
outcomes. The study raises an important aspect of understanding the success of social
accountability initiatives, the relationship between parents and teachers. At the same time, the
study focuses only on the side of citizens and fails to consider the perspectives of teachers
about monitoring the schools, how it changes their motivation and mindset to engage with the
citizens. The report touches on how headteacher in the schools was sensitized towards the
women’s new role and parents’ rights to challenge the school management indicating the
important role that the teachers play in success of implementing such an intervention.

Secondly, a genuine dialogue enabled an improved relationship between teachers and parents.

A recent study was undertaken to provide evidence in the field of community involvement in
schools to highlight the attempts at open government in India (Chugh, 2021). The study
describes three case studies (two from Delhi and one from Uttarakhand) that highlighted good
practices regarding the functioning of SMC in India. The commonality across the three case
studies was that there was collaboration between teachers and the community members, where
teachers actively sought the support from the members, parents could freely come to the school
and interact with the teachers and had trust in each other. However, of these the two cases are
from Delhi, which is an urban location where it is likely that parents are more educated and
well-off in comparison to rural areas. In case study 2, ‘4 rebuilt school, community-built hostel
and mid-day meals for slum children in Uttarakhand’ (Chugh, 2021, p.52) elaborated on how

with the support of community, the head teacher was able to get the school roof reconstructed,
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toilets built and repaired. This indicates that partnership between teachers and parents can be

beneficial.

One of the few studies that have explored responsiveness of service providers to demands of
the citizens is reflected in a recent brief by Joshi and McCluskey in 2018. The authors
acknowledge limited understanding of service providers response to the increase in citizens’
voice and utilised a framework to understand the conflict faced by public officials. This
framework highlighted several factors that shape the responsiveness of service providers.
These included factors such as organizational, professional and those related to the citizens.
Their study combined literature on public sector responsiveness and used the information from
interviews with mid- to senior-level public officials from countries in Asia, Africa and Latin
America, whom academics and practitioners had identified as being supportive of transparency
and accountability reforms. One of the most relevant findings suggests that the willingness of
public officials to respond to citizen demands is dependent on the level of trust between them,

and the legitimacy of the citizens’ claims (Joshi & McCluskey, 2018, p.7).

Another relevant study in this field has recently been conducted by Dyer, Jacob, Patil and
Mishra (2022) in two states'? in India. In their study, the authors take an accountability lens to
understand the connections between schools and families. The study illuminates how the
prevailing mechanisms through which schools and families connect, often engender formalistic
and bureaucratised relations, underscoring their limitations in fostering direct and meaningful
interactions between homes and schools to discuss children’s learning. By exploring the
relations between home and school, the study emphasises the importance of direct community
engagement and establishing meaningful connections that can address the multifaceted needs
of the students. Findings from the study show a similarity of disconnections between teachers
and parents across government, low-fee private schools and non-government schools. They
claim that this disconnection is located within “system features” common across the school
types, where system consists of “cultures, mindsets, expectations, norms, procedures and
practices” (Dyer, Jacob, Patil & Mishra, 2022, p.4). The study points to how the platforms that

exist for developing connectedness, such as school management committees (SMC), daily

12 Bihar and Rajasthan
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diaries'® and parent-teacher meetings (PTM) are more formalistic in nature and often driven by
the state. The nature of relationship formed between school-families and communities as a
result of engaging in these platforms is such that it constrains meaningful discussion on
learning. While the study focuses on understanding connections in relation to learning, it offers
useful insights for the thesis by highlighting the importance of taking into account mindsets,
expectations and perspectives in understanding the relationship between teachers and parents

in India.

Overall, the empirical evidence shows that social accountability initiatives in the education
sector, which involve citizen participation and hold education providers accountable, have
shown mixed results in terms of their impact. While information campaigns and mobilizing
citizens around children's learning status have had limited success in increasing community
involvement in monitoring schools, alternative forms of participatory actions, such as
involving local volunteers in conducting classes for children after school, have demonstrated
positive effects on learning outcomes. Additionally, the success of social accountability
initiatives is influenced by the relationship between parents and teachers, with improved
collaboration and a joint sense of responsibility leading to better school accountability and
governance. However, the perspective of teachers and their responsiveness to citizen demands
need further exploration and understanding for the effective implementation of social

accountability interventions.

2.4.2 Studies focusing on theoretical understanding of mechanism of social accountability.
While social accountability has gained increasing attention in the field of education as a means
to improve governance and service delivery, several studies have attempted to evaluate the
effectiveness of various social accountability mechanisms in improving education outcomes.
In this section, I critically analyze these studies by examining their findings to identify gaps
and limitations in them. The analyses provide insights into the need to focus on understanding
and unpacking the mechanisms that contribute to the success of social accountability initiatives

in education.

13 Daily diaries is one of the ways in which the low-fee paying private schools forged connections with the parents

in the study.
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Fox (2015) argues that the relevant theory related to broader umbrella term of ‘social
accountability’ has lagged behind the practices associated with it. He conducted a meta-
analysis of 25 quantitative evaluations in which he argues that "what works" question needs to
distinguish between tactical and strategic approaches for promotion of citizen voice to
contribute to improved public sector performance. Tactical approaches primarily focus on
disseminating information on service delivery outcomes and resource allocation at the local
level to under-represented stakeholders. These approaches involve bounded interventions
centered on citizen voice as the sole driver, with the underlying assumption that information
provision alone will inspire collective action capable of influencing public sector performance.
They are based on two propositions which Fox calls unrealistic. Firstly, they assume that
individuals who have been marginalized and lack power will inherently perceive vocal
participation as yielding more benefits than costs, even if they recognize the associated costs.
Secondly, such approaches assume that localised voices, calling for accountability, can exert
sufficient influence on public sector performance without the support of external allies
possessing perceived and actual leverage. In contrast, strategic approaches adopt a different
stance. They prioritize the dissemination of actionable information, as perceived by users,
alongside measures that actively facilitate collective action, incentivize service providers, and
share power in resource allocation. Strategic approaches aim to scale up citizen voice and
collective action while enhancing the state's capacity to respond to citizen demands, and thus
offer a more promising trajectory for social accountability initiatives. These approaches create
an enabling environment which can empower the citizens to exercise their voice. The study
concludes that ‘voice’ needs ‘teeth’ to have bite, but teeth may not bite without voice. Here,
'voice' refers to citizen participation and engagement in holding public officials accountable,
while 'teeth' refers to the state's institutional capacity to respond to citizen voice, which includes
both legal and administrative mechanisms for addressing citizen demands and ensuring
government officials are held accountable for their actions. Fox argues that social
accountability strategies that effectively combine both 'voice' and 'teeth' are more promising

for promoting government accountability and improving service delivery outcomes.

Fox’s study offers useful insights into re-interpreting the evidence on social accountability
while also shifting the focus on understanding the conditions under which social accountability
initiatives work. It emphasises the need to combine voice with teeth. However, according to
my understanding, one of the main limitations of the study is that it fails to acknowledge the

immediate relationship between citizens and service providers which might affect the ability
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to undertake collective action within strategic approaches. This relationship between citizens
and service providers can be one of the main ‘enabling environments’ for citizens to voice their
demands and for service providers to listen and respond to the same. The nature of interactions
between the two groups can determine the legitimacy of their relationship and further the
collective action. Even though the propositions in the study support a synergy between citizens
and the state, they only account for governmental responsiveness at the level of reforms.
Nevertheless, the study highlights the importance of bringing both citizens and the state

together for the success of social accountability.

Joshi (2013) in her study on assessing the impact of transparency and accountability initiatives
in service delivery, emphasises the role of service providers’ responsiveness within social
accountability. Along with the other assumptions, she states the main assumptions of the model
of social accountability that relate to the service providers. These include “...that the exposure
of poor performance will lead to greater responsiveness, that failures in service delivery are
due to poor motivation on the part of public officials and not lack of resources or capacities,
or that the existence of accountability and transparency mechanisms will have a deterrent
effect on errant officials and make them behave better.” (Joshi, 2013, p.41). Joshi states that
these might not always be true and provider responsiveness could be varied. For example,
increased citizen voice could be met with a ‘backlash’ or these providers might be immune to
exposure of poor performance and even sometimes might not have the capacity and resources
to respond. Joshi’s paper adds to the limited evidence in the field that considers the effects of
service providers’ responsiveness. It highlights the importance of looking at service provider

responsiveness as a variable component instead of an assumption within social accountability.

The significance of bringing actors together can also be seen from another study conducted by
Westhorp et al. (2014). The authors undertook a systematic review to identify the underlying
mechanisms that contribute to the success or failure of community accountability interventions
in improving education outcomes in low and middle-income countries.!* The review suggested
that community accountability and empowerment interventions can leverage social capital to
engage fearful or reluctant service providers and officials in a collaborative process. The study
aimed to answer the question: "Under what circumstances does enhancing community

accountability and empowerment improve education outcomes, particularly for the poor?” It

!4 The regions in the study included Asia, Central America, Mexico, Africa and Oceania.
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examined specific community accountability interventions (such as community score cards,
citizen report cards), and selected decentralisation, school-based management and community
schools initiatives. The review found that community accountability and empowerment
interventions can improve education outcomes in some circumstances. It identified the
categories of intervention within which community accountability and empowerment
interventions fit and collated the evidence for intermediate outcomes and student-learning
outcomes from the interventions. The study proposed 11 different mechanisms that operate in
community-accountability and empowerment interventions. According to them, most of these
mechanisms are unable to reach the ultimate outcome of improved student learning and reach
only an intermediate outcome. These intermediate outcomes can be considered proxies for
understanding the context within which it is more likely for community-accountability and
empowerment interventions to achieve an improvement in student learning outcomes. Of the
various mechanisms identified within the review, one related to engaging service providers and
officials. According to this mechanism, “Community-accountability and empowerment
interventions may need to leverage existing social capital in order to engage fearful, or
otherwise reluctant, service providers and officials in a collaborative process” (Westhorp et
al., 2014, p.120). While the report provided evidence of this mechanism from a study in
Ethiopia and Ghana, these were brief, indicating limited research in understanding the
relationship between service providers and citizens. When seen in context of education, this
could include teachers and parents. Such a mechanism can also be applied to the education
sector, where parents and teachers may have a relationship that affects the quality of education
provided to students. Thus, working towards building and understanding collaboration between
parents and teachers can contribute to a better understanding and effectiveness of community

accountability and empowerment interventions or social accountability initiatives in education.

Joshi and Houtzager (2012) further emphasize the importance of understanding the complex
and dynamic nature of power relations and social interactions within social accountability. In
their study, they examine the rise of social accountability as a response to the inadequacy of
traditional accountability mechanisms in delivering public goods and assesses its impact. The
authors argue that the focus on labeled 'mechanisms' or 'widgets' of social accountability, such
as social audits and community score cards, tends to depoliticize the political processes through
which marginalized populations access services. depoliticization occurs when the broader
political dynamics and power struggles that shape access to services are neglected. By reducing

social accountability to predefined tools or interventions, the complex and dynamic nature of
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power relations, social mobilization and collective action can be overlooked. These
mechanisms are often presented as technical solutions that can be applied universally, without
considering the specific political, social, and historical contexts in which they are implemented.
Instead, the authors propose a more comprehensive understanding of social accountability that
emphasizes ongoing political engagement between social actors and the state, shaped by both
historical and current contexts. This view enables a better understanding of the impact of social
accountability on service delivery outcomes, as well as the reasons why social groups

undertake social accountability in some contexts but not others.

The study by Joshi and Houtzager offers a useful critique to initiatives focusing on labeled
'mechanisms' or 'widgets' of social accountability and emphasise the need to understand the
complex and dynamic nature of power relations and social interactions. In this sense, the
findings can be related to the importance of understanding the relationship between teachers
and parents, as well as the responsiveness of teachers to parents' demands within the context
of social accountability in education. Seeing the relationship between teachers and parents as
an enabler or a constraint of responsiveness of teachers contributes to a greater contextual
understanding of social accountability mechanisms. It allows for a deeper understanding of the
power dynamics, communication channels, and decision-making processes that shape
educational outcomes. While Joshi and Houtzager's study emphasizes the importance of
understanding the complex and dynamic nature of power relations and social interactions in
social accountability, it overlooks the potential influence of service providers' perspectives on
citizens' actions, i.e. the ways in which service providers’ perspective might influence these

citizen actions.

Furthermore, Grandvoinnet, Aslam and Raha (2015) also emphasise the relationship between
citizens and service providers. In their study, they acknowledge the increasing push towards
understanding the mechanism that leads to improved service delivery outcomes within social
accountability. This mechanism involves recognising and identifying the longer trajectories
that bring about change within social accountability. According to the authors, studies
categorised under social accountability often do not discuss these mechanisms and instead
focus solely on measuring the final outcome of improved learning. The authors refer to the
lack of understanding this mechanism as the ‘black box’ and propose a framework that

describes the different elements within social accountability (
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Figure 3). As described in the previous section on models of social accountability (section
2.2) this framework comprises of five main elements which are information, civic
mobilisation, citizen action, citizen- state interface and state action. This study stands out as
one of the very few attempts to understand the characteristics of the interface between
citizens and the state. This interface is considered as a “core element of social
accountability” (Grandvoinnet et al., 2015, p.38). The authors highlight the importance of
acknowledging the iterative nature of citizen-state engagement, viewing social accountability
mechanisms as if they “primarily stem from the potential of the citizen-state interface, which
is itself a dynamic, iterative engagement between citizen groups and state officials”
(Grandvoinnet et al., p.45). The study presents a list of useful questions that help to unpack
this citizen-state interface. These include identifying the type of existing interface platforms
(whether there is an existing channel for citizens to engage with the officials), awareness of
the interface platforms (whether citizens or officials are aware of such a platform), credibility
of the interface (is the existing channel or mechanism to engage trusted by citizens and
officials), accessibility of the interface platform (is the existing channel accessible to both
citizens and officials). Additionally, the study offers valuable insights into the importance of
understanding the existing channels of interactions between citizens and service providers, as
well as identifying the nature of these interactions. It distinguishes between social
accountability in education and community participation in schools by stating that unlike
community participation, social accountability does not solely focus on whether citizens have
opportunities to participate in decision-making with service providers, but whether they can

demand the service providers to explain their actions.

Yet another study recognising the importance of unpacking the process of social accountability
is Joshi (2014). The study places emphasis on understanding the ‘micro’ and ‘macro’ context
within which social accountability initiatives are undertaken. The macro context within the
study involves the need to consider the history of citizen-state engagement, which could
include processes such as decentralisation in the country. An example of this in context of India
could be the following. Decentralisation reforms have enabled the involvement of citizens in
school decision making through the creation of formal structures such as Village Education
Committee (VEC) and school management committee (SMC), with the aim of improving
school accountability and ensuring responsiveness to local needs (Aiyar, 2010). However, a
number of scholars have questioned the implementation and functioning of these committees,

as studies have shown that committee members are unaware of their roles and responsibilities,
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do not receive timely training and the committees do not function according to the regulations
(Singh, Agarwal & Mathu, 2016; Jha, Ghatak et al., 2014; Oxfam India, 2015). All of this
combined implies that while structures exist for teachers and parents to communicate regularly,
the functioning of these structures plays a significant role in determining the engagement
between teachers and parents. To understand the micro-context, Joshi (2014) states that it is
important to consider the mini-causal pathways that drive the way in which initiatives within
social accountability unfold and the extent to which they are successful. Within the micro-
context, she emphasises the need to unpack the initiatives within social accountability in terms
of the theory of change or causal chain to understand how desired outcomes work. Such an
approach also helps in identifying any bottlenecks within the causal chain. Joshi (2014) also
elaborates on two ways to unpack the causal chain: first, to understand the ‘components’ of the
pathway and second, to understand the mechanisms through which each of the components
could lead to the other. She uses a framework (See Figure 2) to state that the implicit
assumption of the model is that that the provision of some kind of information/ transparency
will lead to citizen action, which will then together lead to a state response. However, the
relationship between these three components could work in any direction and is often not
straightforward. She provides a series of steps in the form of questions that need to be
considered at each disaggregated state of reaching from information to state response. This,
she calls ‘tracing the causal chain’, and it includes identifying specific features of information
(whether it is new, credible, understandable), identifying the specific motivation of citizen
action (whether they understand the information, do they care, do they think their actions will
have any impact), and identifying the type of state response (do they think citizens have
legitimate grievances, do they care about their reputation, do they feel responsible for a public
good). All these together then lead to gaining a better understanding of the contextual
conditions that make social accountability initiatives work. Joshi’s framework provides a
useful starting point to think about unpacking the overall model of social accountability. Given
its focus on unpacking the mechanism of social accountability, it is well suited to be used as a
framework to establish the focus of my thesis on understanding the relationship between

teachers and parents (see section 2.6).

Overall, these studies provide valuable insights into the complexities of the mechanisms of
social accountability. While social accountability has gained attention as a means to improve
governance and service delivery, the studies highlight the need for a deeper understanding of

the mechanisms that contribute to the success of social accountability initiatives. While some
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studies emphasize the importance of strategic approaches that combine citizen voice with state
responsiveness, others highlight the need to consider the engagement among the various actors
involved. Nevertheless, these studies highlight the incomplete exploration of some of the
important aspects within social accountability that form the gaps in research. I discuss these in

the next section.

2.4.3 Gaps in research on social accountability
The review of the evidence on social accountability in the previous two sections helped in
identifying the two major gaps in existing knowledge and understanding of social

accountability in education as a concept.

The first gap relates to limited focus on direct engagement between teachers and parents. The
literature review of empirical studies within social accountability in education in India revealed
that an improved relationship between teachers and parents are important within social
accountability in education. However, this is often seen as an intermediate effect of social
accountability initiatives, where an improvement in parent-teacher relationship is considered
as one of the factors leading to the final outcome of improved student outcomes (Pandey et al.,
2009; Galab et al., 2013). The literature reviewed on models and mechanisms of social
accountability highlights that the citizen-state interface is one of the main components within
social accountability (Grandvoinnet et al., 2015). While the emphasis on the interface is useful,
these conceptual understandings by various scholars have overlooked the immediate and direct
relationship between citizens and service providers - in our case, the teachers and parents.
Exploring this immediate relationship is of great value, especially considering the recent
evidence from India highlighting how a lack of connection between teachers and parents can
impede genuine engagement, leading to an overall lack of meaningful discussion about student
learning (Dyer, Jacob, et al., 2022). Furthermore, comprehending this relationship can help in
unpacking the pathways through which social accountability ultimately contributes to

improved service delivery outcomes (Joshi, 2014).

The second gap relates to the limited focus on perspectives of service providers. Both empirical
and theoretical evidence on social accountability reveals the existence of limited evidence from
the side of service providers, in our case, the teachers. The evidence reviewed demonstrates
that studies conducted within community participation in school have mostly focused on the

side of parents. These experiments have looked at the impact of making the members of these
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committees aware of their roles and responsibilities through information campaigns and
attempted to empower them to ensure better monitoring of the schools (Banerjee et al., 2008;
Pandey et al., 2009). These experiments have also led members to actively engage in a dialogue

with school teachers (Galab et al., 2013).

However, crucial aspects such as teachers’ views, their willingness to engage with parents and
the obstacles they encounter in doing so, have received comparatively less attention. This
knowledge gap underscores a deficiency in our understanding of social accountability in
education. The significance of these perspectives is further emphasised by Dyer, Sriprakash et
al. (2022) who highlight the assumptions inherent in the social contract presumed by RTE Act
in India. In their work, the authors delve into interviews with parents and teachers from two
Indian states to shed light on the challenges they face in fulfilling their roles. These roles
encompass parents ensuring their children’s regular attendance. The study points to how this
role assigned to parents through the social contract assumed by RTE, often overlooks the
realities, where children need to care for their younger siblings when parents are earning a
livelihood. Similarly, teachers are tasked with ensuring children’s regularity at school, but their
practical role involves navigating diverse expectations. They are expected to counsel parents,
reshape their mindsets and concurrently teach the children. The study emphasises the
significance of recognising that actors tasked with collectively working together might not

always have the capability or willingness to fulfil these roles and responsibilities.

2.5 Linking teacher-parent interactions, relationship formation and teacher
responsiveness

While there is limited empirical and theoretical evidence on how interactions and a positive
relationship between parents and teachers could lead to enhanced social accountability, there
is evidence to show the how interactions between teachers and parents can be linked with the

relationship forged between the two as well as teacher’ responsiveness to parents.

Islam (2017) provides evidence on parent-teacher meetings and its impact on student outcomes
in Bangladesh. The study conveys the potential benefits from interactions on students’ learning
outcomes. The randomised field experiments involving regular face-to-face meetings between
teachers and parents in rural locations in Bangladesh showed that these meetings led parents to

spend more time assisting their children as well as monitoring their schoolwork. They
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conducted thirteen face-to face meetings between 2011 and 2012. Within the treatment group,
parents were invited an encouraged to attend the face-to-face meetings. In these meetings, the
teachers showed each parent a report card containing information about the performance of
their child, as well as how the child performed in comparison to other children in the classroom.
In addition to this, teachers also suggested ways in which parents can help children at home.
The experiment resulted in some positive findings. The parent-teacher interactions had a
positive effect on student outcomes. This effect was largest for better performing children;
however, lower ranked children gained greater benefits with more interactions. In addition to
this, the treated students also showed more positive attitudes, higher aspirations, spent more
time studying and received help from the parents. The results also showed an increased parental
involvement in their children’s studies, improvement in teacher and student absenteeism and
changes in teachers’ efforts. This indicates that these interactions might not be just teachers
conveying on how to help children at home, but also might be leading to greater parental
engagement in school. The findings from the study revealed a reduction in teacher absenteeism,
suggesting that the collaborative nature of these interactions influenced teacher commitment
and accountability. This indicates that regular teacher-parent interactions have the potential to
establish a collaborative partnership where teachers and parents work together to support and

enhance children's learning experiences.

In_the case of India, although limited, there is some evidence to show how interactions between
parents and teachers can lead to forming a positive relationship between the two groups that
can significantly contribute to the responsiveness of teachers to parents' concerns. This
evidence comes from the work related to teacher motivation in India. STiR Education’s!> work
in India provides important insights into understanding how communication between teachers
and parents and can motivate the teachers to develop a positive relationship with the parents.
STiR Education’s program on teacher motivation and student learning, points to the vital role
the local community can play in making teachers feel valued and respected, to the extent that
it can motivate them to invest time and energy in improving teaching practice (IDinsight, 2018,
p.22). STiR’s theory of change is based on the idea that better motivated teachers can make an

enormous difference to the global learning crisis. The underlying assumption and logic behind

15 STiR Education is an international NGO working in India and Uganda. The organisation focuses on changing
the behaviours and attitudes of teachers through igniting their intrinsic motivation and utilising teacher networks.
The organisation started in 2012 with 25 teachers in New Delhi, India and has now reached 200,000 teachers

together in India and Uganda.
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this theory is that ‘recognition’ from the school (students and colleagues), the wider community
(parents, other people in the village) and the teacher’s own family, can improve support,
valuation, and visibility of teacher efforts. This in turn can lead to an increased motivation for
the teachers. They state that “teachers’ level of motivation to improve their teaching practice
to help children learn, to the extent that this is visible and interesting to the families and
communities surrounding the school, may influence how the community views the value of
education and particular types of teachers” (IDinsight, 2018, p.18). One of the activities
included within their model involved an explicit focus on making teachers’ efforts visible to
the parents. STiR’s model in India points to the linkages between the recognition teachers

receive from the community, and their motivation to improve teaching practices.

A few qualitative studies in India indicate how interactions with parents and a positive
relationship with them could be of value to the teachers, thereby increasing the likelihood of
teachers’ responsiveness to parents. Qualitative evidence in India suggests that community
appreciation for their efforts is important to teachers (Mooij, 2008; Ramachandran et. al.,
2005). Lack of respect and appreciation from their supervisors and from the community were
cited as key reasons for low motivation among the government school teachers in India (Mooij,
2008). In response to a series of questions through focus group discussions, the study revealed
the importance teachers attached to community appreciation, with some teachers mentioning
it accounted for some of the ‘best moments’ in their career. Appreciation received from
government officials was also important. While describing their ‘worst moment’, some
teachers mentioned a lack of respect from the community, which was a demotivator. The study
also reported teachers’ frustration at the lack of parental support and described teachers’ desires

to regain the respect as professionals from the community members.

In their study, Edge et al. (2017) explored how governments, states, districts, schools, and NGO
actors worked to support teacher motivation and retention. Their research was carried out in
Jordan, Scotland (UK), Uganda, Ontario (Canada), Uttar Pradesh (India) and Shanghai (China).
A comprehensive review of Uttar Pradesh’s key education policies, and analysis of interviews
with 11 major actors in the education system (including stakeholders from the government at
the state, district, and block levels, as well as from teacher unions and civil society) revealed
that community engagement could enable parents to recognise the challenges teachers face, as
well as to understand the different ways of teaching that teachers implemented in classrooms.

Such engagement could contribute to positive perceptions of the teaching profession (Edge et
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al., 2017, p.73). By engaging more with parents, teachers are likely to change the perceptions
of parents and the local community towards the school by displaying their efforts, and thereby
gain respect from the community. Gaining this respect is likely to motivate the teachers. This
evidence indicates the need for teachers to convey their efforts to the parents, for it to lead to
appreciation and respect from them, and although it does not detail specific information about
regular interactions between teachers and parents, these interactions could potentially form a
mechanism for teachers to convey their efforts and gain appreciation from parents. Therefore,
regular interactions between teachers and parents can serve as a mechanism for teachers to
convey their efforts, gain recognition, and foster appreciation from parents, ultimately

enhancing their responsiveness to parents' concerns.

2.6 The conceptual framework of the thesis

A conceptual framework orientates the thesis and provides a logical structure of connected
concepts, to demonstrate how ideas in a study relate to one another. For this reason, I combine
the components of social accountability, the evaluation study, and the focus of this research, to
present the conceptual framework. Accordingly, I first discuss the details of the evaluation
study and then situate it within the broader framework of social accountability in education to

define the focus of the thesis.

2.6.1 Details of the evaluation study from which the thesis originates.

As mentioned before, this thesis originated within an evaluation study called 'Increasing
accountability from the grassroots in rural Sitapur, India'. Although the thesis doesn't draw
conclusions from the evaluation activities, it uses the study's sample and objective to provide
context for its focus on teachers' responsiveness. To establish parallels and links with this
research, it's important to understand the design, aims, and objectives of the evaluation. This

can enhance the understanding of teachers’ perspectives which is the focus of the thesis.

The evaluation study aimed to measure the impact of a randomized controlled trial (RCT) on
children's foundational literacy and numeracy outcomes. The RCT investigated whether
learning outcomes could be improved through community-based activities when teachers
participated in them. The study randomly assigned 400 villages, each with at least two
government primary schools, to three groups: villages where the focus was on both schools

and communities (200 villages), villages where the focus was only on communities (100
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villages), and a control group (100 villages). The study aimed to evaluate the impact of the
RCT on parents' and school actors' perceptions of, attitudes to, and practices around the
learning potential of all children. It also aimed to understand the processes by which
community-based learning activities and stronger school-community interactions can change

children's learning.

The evaluation's theory of change was that by involving both parents and teachers in activities
that focused on children's learning would foster a shared sense of responsibility for children’s
learning. However, the evaluation made an important assumption that teachers were willing to
participate in these community activities and interact with parents in ways that would lead to a
dialogue and prospective partnership between the two. This is what the thesis focuses on, as it
attempts to understand the perspectives of teachers to interact with parents. The conceptual
framework of the thesis describes this linkage between the evaluation study's activities and the

focus of the thesis.

2.6.2 Combining the components of social accountability, aspects of the evaluation and
focus of the thesis.

To situate the evaluation activities within the realm of social accountability and clarify the
thesis focus, [ have adopted Joshi's (2014) framework on social accountability. This framework
is particularly fitting for several reasons. Firstly, it offers a clear indication of the primary
elements involved within social accountability. Secondly, Joshi (2014) emphasizes the
importance of the causal chain that connects these elements, highlighting the
interconnectedness and influence between them. This aligns well with the aim of the thesis,
which is to explore the relationship between teachers and parents and understand how their
interactions contribute to the causal chain. Lastly, Joshi's (2014) framework emphasises the
need to unpack the micro-context, which is crucial for examining the specific dynamics within
the teacher-parent relationship. This relationship serves as a significant micro-context that
influences the responsiveness of teachers to parents. By employing Joshi's (2014) framework,
the thesis effectively delves into the intricacies of the teacher-parent relationship within social

accountability.

The causal chain of social accountability described by Anuradha Joshi (2014), works on the

principle of increased availability of information as well as an active citizenry acting as a lever
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for change. This informed active citizenry (Information) then leads to citizens demanding
accountability (citizen action) from public officials, which further leads to a response from the
service provider. If this response if positive, it is likely to lead to improved service delivery.
For the purposes of this research, I have narrowed the definitions of citizen and service
providers to refer to parents and teachers respectively to represent social accountability in
education. I start with the three main elements of the social accountability framework and
connect these to the activities conducted within the evaluation study to which my research

relates (see Figure 5).

Figure 5: The conceptual framework depicting social accountability and focus of the thesis.

Parent-Teacher

Information Parents’ Action Relationship Teachers’ Response
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- Quick testing with - Parents meet teachers community activities
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At the top of the figure, the grey boxes represent the components of social accountability
framework as adapted from Joshi (2014). I use the term ‘parents’ action’ instead of citizen
action and ‘teacher response’ instead of state response. Within this causal chain, I add ‘parent-
teacher relationship’ which acts as an interface between parents’ action and teachers’ response
and is also the focus of this thesis. Below these grey boxes are descriptions of the activities
conducted as a part of the evaluation carried out in the villages. This thesis places emphasis on
understanding the relationship between teachers and parents through gaining insight into the

interactions between the two. This is shown at the bottom of the figure in green. To understand
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these interactions, I consider three aspects of teachers' perspectives (represented in green
rectangular boxes). I first explore the perspectives of teachers on the opportunities they have
to interact with the parents to understand if these help in building a positive relationship
between teachers and parents. Secondly, I explore teachers’ perspectives on the benefits of
interactions with the parents as well as their expectations from parents to understand the
willingness and motivation of teachers to form a positive collaborative relationship with the
parents. The perceived benefits of interactions with parents and the expectations that teachers
have of parents can play a significant role in determining their willingness to interact with
parents. Thirdly, I explore the perspectives of teachers on their experiences and what these
convey about the relationship forged between the two groups. The experiences of teachers in
their interactions with parents play a crucial role in shaping the sustainability of the relationship
between the two parties which can have a significant impact on teachers' responsiveness to
parents. Ultimately, these inform teachers’ response to the parents’ demands. Thus, overall, the
thesis aims to understand teachers’ responsiveness to parental actions created as a part of the

evaluation study in the village.

The evaluation encompassed a series of initiatives centering around ‘information’ and ‘citizen
action’. These included strategies such as making parents aware of their children’s low learning
levels. This dissemination of information dissemination was accompanied by an active
participation of volunteers from within the village to help support children’s learning. These
local volunteers were ones who had at least completed their secondary education and were
willing to teach children in primary grades. These dedicated volunteers organised children into
reading groups throughout the village and conducted activities related to basic foundational
learning with them in the village. All these were aimed at encouraging involvement of parents
and informing them about learning outcomes of their children so that they could be more
confident in discussing their child’s education with the teachers. To facilitate these parents’
discussions with the teachers (Citizen Action), meetings were also planned within the
evaluation study. Within the ‘service provider response’ the evaluation prompted teachers to
actively participate in community activities as well as the parent-teacher meetings. However,
the teachers’ responses to this encouragement remained uncertain, constituting the focus of this
thesis. I argue that to understand whether teachers would be willing to discuss children’s
learning with parents (teacher responsiveness) and encourage parental involvement in the
school, it is important to focus on how they see their relationship with the parents. This

relationship can be understood by exploring teachers' perspectives on their interactions with
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parents. For example, regular interactions with parents, if seen positively by the teachers imply
more likelihood of teachers’ listening and discussing children’s learning with the parents. This
assertion is drawn from recent scholarship focused on India which delves into various forms
of connections between teachers and parents, highlighting how bureaucratic accountability
practices can hinder genuine engagement and meaningful discussion about student learning
(Dyer, Jacob, et al., 2022). These reflections hold significant relevance for advancing
accountability structures that genuinely serve the interests of students, ultimately contributing

to the overarching goal of improving educational outcomes.

2.6.3 Justifying the focus on teachers’ perspectives

The focus of the thesis, as can be seen from the conceptual framework above, is on
understanding the relationship between teachers and parents through teachers’ interactions
with parents. Within this, the perspectives of teachers are emphasised. There are multiple

reasons for this focus on teachers, which I explain below.

1) The critical role played by teachers in influencing interactions with parents

First, Indian education policy places the responsibility on teachers for ensuring parental
involvement in schools and for building a collaborative space for parents to be involved in
schools. The National Curriculum Framework (2005) states that “...the school must explore
opportunities for active engagement by parents and community in the process of learning”
(NCERT, 2005, p.89). The National Curriculum Framework for Teacher Education (NCTE,
2009) states that “the teacher must be equipped not only to teach but also to understand the
students and community of parents so that the children are regular in schools and learn” (p.2).
In addition, teachers are also required to include “locally relevant content” (p.14) in children’s
learning. This brings in an indirect responsibility of communicating with the parents and

community members, on the teachers.

This importance assigned to teachers is also supported by research in parental involvement
which states that teachers’ invitations and encouragement lead to enhanced parental
involvement in children’s education (Henderson & Mapp, 2002; Hoover-Dempsey et al.,
2005). The importance is even more pronounced in case of India, especially in rural areas where
most parents belong to vulnerable groups. In such areas, there may not be significant

participation of community in schools and the SMCs formed might be inactive. Hence, more
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efforts are required from teachers to ensure participation of community (Santhakumar, 2018).
This critical role assigned to teachers makes a strong case to understand the practices teachers

engage in, as well as their perspectives that influence these practices.

Additionally, a number of programs and organisations that have undertaken efforts to bring
schools and communities together in India have faced challenges due to lack of cooperation
from the teachers. Saajha, for example, is a non-government organisation that has been working
with government schools in parts of India since 2014, focusing on partnerships between
families and schools. It aims to build the leadership capacity of both parents and teachers in
ensuring accountability for children’s learning, in locations such as Delhi, Jharkhand, and
Karnataka. Saajha conducts workshops with school principals and teachers to reduce the social
divide between parents and teachers, while also empowering the community to play an active
role in decision-making in schools. One of the major challenges Saajha has faced is the
opposition from teachers and teacher unions (Central Square Foundation, 2014), thereby
raising the need to address the challenges and gain an understanding on how teachers perceive

these engagements with parents.

Interventions designed to mobilise communities to improve school functioning require
accountability and responsiveness of school actors, and it is thus important not just to
understand their views, but also address the challenges they face. An initiative was launched
in Delhi,'® under the programme Mission Buniyaad, which focused on strengthening
foundational skills among children in primary schools. Community engagement was one of the
key components aimed at developing the school to function as an autonomous unit (Boston
Consulting Group, 2021). As a part of the programme, SMC members were regularly trained
and encouraged to take part in activities and workshops conducted to build their capacities. A
mechanism was also put in place to provide SMC members and the schools’ leadership teams
with feedback. While these initiatives had an impact on school accountability, they faced the
challenge of resistance from schools due to a shift in power from school leaders to SMC

members. This problem was addressed through gradual, extensive training by the state

16 Situated to the north of the country, New Delhi is India’s capital, and lies within the National Capital Territory
of Delhi (NCT). Government schools in Delhi have recently made several attempts to revive the quality of

education under the political leadership of the Aam Aadmi Party.

46



government and on-ground communication with the community members. Ultimately, a

majority of teachers claimed that SMCs helped them connect with parents.

2. Teachers’ perspectives impact their practices

There is a strong reason to believe that teachers’ perspectives are likely to affect the ways in
which they communicate with parents and develop a relationship with them. The evidence
related to teachers’ beliefs in context of India shows its close connections with teacher
practices. Several studies conducted in context of India have shown how the beliefs that
teachers hold in play a significant role in influencing their actions. This evidence further
highlights the significance of understanding teachers’ perspectives as they are often the
indicators of what they intend to do. While most of the evidence has focused on teachers’
beliefs about the student they teach in relation to their pedagogy within the classroom, it points
to the link between what teachers believe and how they act in their daily lives, thereby raising

a need to understand these perspectives.

Sabarwal et al. (2022), in their work aimed at understanding teacher effectiveness in
developing countries, reflect on existing literature to understand how teacher beliefs matter,
how well these have been incorporated in design and evaluation of education interventions in
developing countries as well as analyse the data on 20,000 teachers across nine developing
countries!” on their beliefs. Their study puts forward insights on how teacher beliefs impact
teacher effectiveness. They show that teachers have a fixed mindset about the ability of children
to learn. This is likely to affect the ways in which they teach. Next, they show that teachers
believe their absenteeism is acceptable if students are left with work to do in classroom. They
also show that teachers believe in exerting more efforts for well performing students, who are
better resourced than those who are lagging, thus, reinforcing rather than compensating for
gaps in learning between these students. According to the authors, these insights affect the
policy designs. They argue that this linkage between the beliefs teachers hold and their ability
to influence the outcomes of educational reforms on ground: “If teachers continue to believe
that there is not much they can do to help poor students, then policy-mandated extra classes
for lagging students might not be very effective” (p.100). Similarly, De and Malik (2021) also

discuss the aspects of teacher beliefs influencing teachers’ practice in their study on

17 These included Afghanistan, Argentina, Indonesia, Myanmar, Nigeria, Nepal, Pakistan, Senegal, Tajikistan,

Tanzania.
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understanding connections between social distance, teacher beliefs, teacher practice and
student outcomes in the context of India and Pakistan. They describe the two pathways that
link teacher’s beliefs with children’s learning- first, through expectations of students and how
they learn and second, through their own effort. They measure social distance in terms of
differences in education and income levels of teachers and parents of children they teach. They
show that teacher beliefs about children belonging to poor families and illiterate parents affect
the ways in which they teach these children. Combining these two aspects, they show how
social distance shape teachers’ beliefs and practices in rural India and Pakistan. Their study
shows that teachers’ conceptualisation of a good student reflects characteristics of children who
would typically belong to well-off and economically stable families. They also show that most
teachers in their study believe that children of parents with low levels of education or low
income have lower capability of learning. These beliefs, according to the authors, might be
reproducing disadvantages that the students arrive in school with. The two studies indicate the
criticality of understanding teachers' perspectives as these perspectives tend to shape their
actions, including their interactions with parents and the development of relationships with

them.

The significance of teachers’ perspectives has been acknowledged by Dyer et al. (2004). The
authors discuss the importance of local knowledge for improving the quality of in-service
teachers training in India. They emphasise the role of teacher beliefs to push for a knowledge-
based approach for teacher development. They state, “the nature of teachers’ knowledge and
skills, and how they are applied, are embedded in and shaped by teachers’ attitudes and beliefs,
and those attitudes and beliefs themselves reflect contexts in which teachers have grown up,
taken their professional training, and now practise” (Dyer et al., 2004, p.41). In doing this,
they argue that it is important for teacher development programmes to address teacher beliefs
that are formed through their functioning within the local context, where teachers have specific
beliefs about children belonging to rural and urban areas, about literate and illiterate parents
and their own capacities to bring changes in learning levels of children attending the

government schools.

Ramachandran (2020) suggests placing teacher beliefs at the centre because they influence
their attitudes towards children and shape the pedagogy in classrooms. She claims this
importance of beliefs from her own experience of working with the teachers. She provides an

example “... teacher’s prejudices, biases and attitudes can also be a critical barrier to learning.
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If teachers believe that some caste/class of children do not have the innate ability to learn, they
are most likely to ignore the concerned children and focus only on those who they believe can

learn” (Ramachandran, 2020, p.12).

3) Teachers’ perspectives can influence the outcomes of reforms

Evidence in case of India has shown that teachers have the ability to influence the outcomes of
reforms. This evidence comes from studies that have focused on teachers’ union membership
in India'®. The political connectedness of these unions have a strong influence on reforms,
thereby, emphasising the importance of gaining more insights into teachers’ perspectives about
what they value. Additionally, these teachers could pose credible threats through influencing
the votes by informal campaigns to the community members living around the schools where
they teach. Teachers are also attractive to the politicians because of their sheer number

(Béteille, 2009).

Numerous studies on teacher unions in India have shown how a highly politicised teacher
workforce has resulted in low levels of accountability where teachers have consistently
opposed the use of performance-based pay and promotion and attempts at ensuring a code of
conduct for teachers to make teachers realise the importance of reaching the school in time
(Khandelwal & Biswal, 2004; Béteille, 2009; Kingdon & Muzammil, 2009; Béteille, et al.,
2016).

In relation to teacher union’s influence on participation of parents and community members in
schools’ functioning, they have successfully been able to change the focus of reforms based in
the past. To explain this, it is important to understand the structural reforms undertaken by the

Government of India in 1992 to open the economy that impacted the education sector. To

18 Teacher unions in India have a long-standing history with the first union being set up in 1890 with the objective
of stimulating interests in art of teaching, encouraging its study and promoting sociability (Béteille, Kingdon &
Muzammil, 2016). Uttar Pradesh was the first to set up a state-level teacher union in the country (Gupta, 2013).
The teacher unions fall into the categories defined by geographical level (national, state, district), school level
(primary, secondary, higher secondary), school type (government, private-aided, private), contract type (regular
teaches on permanent contracts and para teachers on fixed contracts) and subject type (Beteille et al., 2016).
According to Kingdon and Muzammil (2009), there are two potential pathways that could be used to justify union
membership: 1) where teachers believe it empowers and enables them to implement innovations to maximise
child welfare; and 2) where teachers may rely on membership to provide ‘cover’ if they are unable to fulfil their

responsibilities.
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improve the overall quality of schools under the 1992 District Primary Education Program
(DPEP), emphasis was placed on five key areas: (i) school infrastructure; (ii) contracting local
teachers; (iii) enhanced community involvement in schools; (iv) in-service training; and (v)
increased monitoring of dropout rates and children’s learning!®. At the time, given the
government’s failure to consult teacher unions, they faced opposition from the teachers to their
decision to involve community, who leveraged the power of union membership to successfully
do so. This has also been the case in Uttar Pradesh (Kingdon & Muzammil, 2009). When the
draft version of the Right of Children to Free and Compulsory Education Act was circulated in
2005, it included provisions that constituted widely empowered school management committee
(SMC) for each school. The powers of the SMC included teacher appointments, salary
disbursements, and the ability to take disciplinary action against teachers (Béteille et al., 2016).
Other provisions within this included, the formation of a school-based cadre which suggested
that once a teacher had been posted to a school, s/he would not be able to easily seek a transfer.
While these provisions were meant to improve teacher accountability, they faced heavy
opposition from union members. There was strong criticism of the fact that SMC members
often lacked the experience to supervise teachers (Chakravarty, 2010) and doubts were raised
about the ability of local community (panchayats) to raise money for paying teacher salaries
(Kingdon & Muzammil, 2009). Accordingly, the role of SMCs was reduced considerably when
the bill was finally enacted in 2009. In its current form, the Right to Education Act mandates
all government, private-aided schools to have an SMC in which parents form a major
percentage of the membership. The role and function of the committee includes: (a) monitoring
the working of the school; (b) preparing and recommending a school development plan; and
(c) monitoring the utilisation of grants received from the appropriate government authorities
(Gol, 2009). Thus, teacher unions have successfully changed the focus of reforms by
leveraging their power and opposing initiatives that involve community participation and
accountability, as seen in the case of school management committees (SMCs). The opposition
from union members resulted in the reduction of SMCs' powers and a shift towards greater
parent representation in the enacted Right to Education Act. These findings underscore the
importance of gaining deeper insights into teachers' perspectives and values, as they play a

significant role in shaping the educational landscape and determining the success of reforms.

1% Information about DPEP accessed from https://www.educationforallinindia.com/page91.html
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Overall, understanding teachers' perspectives is crucial for fostering teacher parent
relationships, shaping educational practices, and achieving successful education reforms, as
they play a critical role in influencing parental involvement, their own teaching methods, and

the outcomes of reform efforts.

2.7 Concluding remarks

In conclusion, this chapter presents a comprehensive literature review on social accountability
in education and teacher-parent relationship. The literature search strategy employed ensured
a thorough examination of relevant studies, contributing to the robustness of the findings from
the literature reviewed. I explored various definitions of social accountability along with an
analysis of its core features and assumptions, providing a solid foundation for subsequent
research. The empirical evidence presented regarding the impact assessment of specific social
accountability tools offered valuable insights into their effectiveness and potential for
improving educational outcomes. Furthermore, the examination of studies focusing on the
theoretical understanding of the mechanisms of social accountability shed light on the
underlying processes and dynamics at play deepening our understanding of how social
accountability operates in the education sector. However, it became evident that there are
significant gaps in research, particularly regarding the direct engagement between teachers and
parents, as well as limited perspectives from service providers. These gaps highlight the need
for further investigation and understanding teachers’ voices in research on social
accountability. One notable gap identified is the limited focus on relationship between teachers
and parents, while another is the limited attention given to the perspectives of service providers
(or teachers in the case of this thesis). Previous studies on social accountability have
predominantly focused on the perspectives of parents, while neglecting the views and
challenges faced by teachers in engaging with parents. Understanding teachers' perspectives is
crucial, as their beliefs and attitudes significantly impact their actions and practices, influencing
the outcomes of educational reforms, as evidenced by the influence of teachers' union

membership on reform processes in India.

Given these gaps, I then expanded on evidence in case of India to show the interconnectedness
between teacher-parents interactions, relationship formation and responsiveness of teachers to
parents. Next, I presented the conceptual framework of this thesis, which combines the
components of social accountability, aspects of the larger evaluation study and the specific

focus on teachers’ perspectives to understand the relationship between teachers and parents.
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This provided a solid basis for examining the dynamics of teacher-parent interactions within
the context of social accountability in education. Using the framework of social accountability,
the overarching question addressed in the thesis is “What can we understand about the
teacher parent relationship through government primary school teachers' perspectives

on interactions with parents in rural Sitapur, India?”. The specific research questions are:

RQI1: What are teachers’ perspectives on the opportunities they have to interact with the
parents?

The purpose of this question is to understand how teachers perceive the opportunities of
interactions and whether these help build a positive collaborative relationship between teachers

and parents.

RQ2: What are teachers' perspectives on benefits of interactions with parents and their
expectations from parents?
The purpose of this question is to understand the willingness, motivation, or hinderance for

teachers to establish and maintain collaborative relationship with the parents.

RQ3: What do teachers' experiences of interactions with the parents convey about the
relationship between the two groups?
The purpose of this question is to understand the nature of their relationship with parents based

on teachers' experiences of interactions and how such a relationship may evolve over time.

By answering the above three questions, the thesis aims to contribute to the knowledge base
on social accountability in education by bringing a focus on the relationship between teachers
and parents. The subsequent chapters will delve into the empirical analysis, providing insights
and recommendations that can guide policy and practice in fostering effective teacher-parent
interactions and enhancing social accountability in education systems. In the next chapter, I

present the overall methodology adopted for answering these questions.
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Chapter 3. Research Design
3.1 Introduction

In this chapter, I begin by explaining my positionality, which largely shaped how this research
was conducted (section 3.2). Next, I explain the social constructivist paradigm that I adopted
in my research and provide a justification for choosing this paradigm (section 3.3). I then
discuss the overall approach of the research (section 3.4), which includes detailed explanation
of the research strategy considered appropriate, the sampling process, the research methods
employed and the procedures for analysing the data collected. In the next section, I specify the
aspects of the data collection, including the timeline for the data collection and challenges
faced, provide details on how the COVID-19 pandemic impacted the overall research design,
its implications on the focus of this research and describe the limitations of this research design
(section 3.5). In the following sections, I expand on how I ensured rigor throughout the research
(section 3.6) and the ethical considerations that guided this research (section 3.7), including:
obtaining informed consent of participants, following the ethical procedures during my
fieldwork, and fulfilling my responsibility as a part of being involved within the larger

evaluation study.

3.2 Research Positionality

Research positionality reflects the values and beliefs of the researcher and explains how the
researchers view themselves within a given research (Darwin Holmes, 2020). It involves the
researcher’s reflexivity on the nature of knowledge and the researcher’s relationship with the
research context as well as with the research participants (Corlett & Mavin, 2018). Reflexivity
entails questioning one’s own choices within a research context and finding positionality often
requires this reflexivity on how one sees themselves within the research (Savin-Baden &
Major, 2013). For this reason, I would like to briefly outline my experience of working in
education research in rural India and how this influenced the focus of this research on teachers.
My position as a researcher for this thesis must be seen in relation to my past work in India.
Being part of the ASER Centre?’ in India for more than three years provided invaluable insights

into working with children and families in rural settings. Working as a researcher at ASER

20ASER Centre is the research and assessment arm of Pratham Education Foundation, which is the largest NGO
working in the field of education. Its specific focus is on children’s learning improvement, specifically in rural

areas. I worked as a senior researcher ASER Centre.
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Centre allowed me to observe the functioning of rural government schools through regular
visits to the rural locations, as well as through the data I analysed. This experience helped me
understand the dynamics of the relationships in these rural locations and the views and
perceptions around government schoolteachers. These perceptions acted as one of the reasons

that sparked my interest in understanding teachers’ views about parents.

My experience of working with schools and communities in India highlighted the tendency of
respondents, especially the teachers, to provide socially desirable responses. Part of the reason
for this could be due to their fear of being reported to the authorities. To try and counter this, I
spent considerable time with each participant teacher to help create an environment of trust so
that they could freely express their thoughts. This involved spending 3-4 days only to have
general conversations with the teachers in a particular school where I introduced my study,
tried to build a rapport with them through self-disclosure, sharing information about myself
and my PhD as well as talking about their concerns around sharing any information with me.
Bergen and Labonté (2019) discuss a similar approach in their study on addressing social
desirability bias in qualitative research. This prolonged engagement also gave me a better

understanding of the schools’ context and the situation in which the teachers worked.

My position within the research could be considered that of an outsider. The issue of insider vs
outsider is much discussed by scholars in relation to positionality, because researchers can
often come from backgrounds that are completely different from those of their research
participants (Darwin Holmes, 2020). Despite my familiarity with their rural locations, the
language, non-verbal cues, and an understanding of the context in which government school
teachers work, the research participants did not consider me an insider. This was due to my
urban upbringing, as well as my education in the UK. My outsider position fits well with
Mercer’s (2007) definition. Mercer states that instead of being a dichotomy, the insider-
outsider position is a continuum with multiple dimensions, and that in reality, the researchers
often move back and forth between the insider and outsider positions. Following this definition,

I can state that my position is inclined more towards an outsider.

A disadvantage of this outsider position was that the teachers did not know my intensions, they
considered me as journalist who would then publish their statements in newspapers.
Accordingly, they were not confident and did not openly talk to me in the beginning. However,

I managed to overcome this disadvantage by spending a considerable amount of time
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explaining the purpose of my research. Often, teachers doubted the purpose and end-use of my
research, asking why someone studying in the United Kingdom would receive funding to carry
out such a study in rural Sitapur. It therefore took significant time and effort to make them feel
comfortable, as opposed to how it might have been for an insider or someone they would have
known. It is important to state this position because the additional time I spent with them built
some measure of a rapport, and they were then able to share their experiences and views

comfortably.

As I had described in chapter 1, my thesis is part of a larger grassroots evaluation study led by
the Pratham Education Foundation in India, ASER Centre and the REAL Centre. Being
attached to this study had both advantages and challenges, that ultimately affected the design
of this thesis. The most significant advantages included: gaining access to the government
schools and the research participants; receiving support from the teams working on ground and
being able to reflect on the findings with the research teams based in India and the United
Kingdom. The challenges included: mapping the activities conducted within the evaluation
study to my own data collection focus for the thesis; and adapting the research timeline based
on the timelines of the larger study. There were overlaps in my time in the field and larger
study’s survey data collection rounds. To avoid consuming too much of teachers’ time in
school, I ensured to not make a visit to the schools shortlisted for my thesis if they were recently
surveyed. Another challenge of being attached to the evaluation study meant explaining to the
teachers how I was not representing Pratham Education Foundation or their views. These
teachers held less-than-positive views about Pratham Education Foundation and thought that
the organisation is working to promote privatisation of education.?! T had to convince them of
the independence of my research to ensure that the information they shared with me is solely
for the purpose of my own thesis. However, irrespective of these challenges, being part of the
evaluation study strengthened my research, and as I will explain later, added to the credibility

and dependability of the findings.

2! Similar views were held by 3 teachers in the sample and came up during initial conversations with them.
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3.3 Research Paradigm: Adopting a Social Constructivist Paradigm

In general, a paradigm is ‘a comprehensive belief system, worldview, or framework that guides
research and practice in the field” (Willis, 2007: p.8). Creswell and Poth (2018) explain social
constructivism as a worldview in which individuals develop a subjective meaning of their
experiences. These meanings are often varied and lead the researcher to look for complexity.
Hence, within this paradigm, the goal of the research is on understanding the individual and
their interpretations of the world around them, thereby assuming that reality is socially
constructed (Creswell & Poth, 2018: p.24). The social constructivist paradigm assumes a
subjective epistemology which means that the data and the researcher's interpretations are not
independent of each other. Within this, the goal of the research is to rely as much as possible
on the participants’ views of the situation. Under this paradigm, the research is not guided by

a theory; instead, it follows the data and either develops a theory or pattern of meaning.

According to Lincoln et al. (2018), research conducted within the social constructivist
paradigm usually believes that context is important and needs to be considered in pursuit of
any understanding. However, there is a need to understand the individual, rather than universal
laws. In this process, I was constantly interacting with the meanings that teachers attach to their
views about parents, as well as reflecting on how I was interpreting these meanings while
interacting with the teachers. For example: What do teachers understand by meaningful/useful
interactions when they state interactions are of no use, and understanding how have the teachers
come to this perspective? Adopting this paradigm, I factored in the individual beliefs of the
teachers to understand how they attached meaning to their roles and responsibilities of
interacting with the parents, thus placing them at the centre. One of the assumptions under the
paradigm is that of ‘relativist ontology’, or the existence of multiple realities, which implies
that meaning is constructed through one’s interactions with others (Creswell & Poth, 2018,
p-35). Although I mainly used a qualitative approach to the data collection, I also analysed the
data from the teacher survey descriptively and added my own field reflections to support the
arguments I make. I also ensured that I am constantly discussing the observations about
teachers with the field teams, running the evaluation on ground, who were also regularly
observing the teachers. Therefore, I believe that the conclusions I have drawn are not just a
result of the statements of the teachers but are a combination of how I interpreted these different

sources of data associated with the evaluation study.
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The overarching aim of this research is to understand the relationship between teachers and
parents by examining the perspectives of teachers on interactions with parents using the
framework of social accountability. This requires an in-depth understanding of the
complexities and nuances of teachers’ experiences, their underlying motivations that in turn
shape their willingness towards building a relationship with the parents. To achieve this, a
qualitative approach was deemed appropriate, which aligns with the social constructivist
paradigm. This approach allows participants to share their experiences in their own words,
revealing unexpected insights and shedding light on new areas of exploration. Choosing a
paradigm has important implications for the methodology and as noted by Creswell and Poth
(2018) and Lincoln et al. (2018), the social constructivist paradigm emphasises data collection
methods that focus on understanding participants' views and experiences on a given
phenomenon. In this study, I used methods that were designed to capture the perspectives of

teachers, which I describe in more detail in the next section.

3.4 Research Approach

3.4.1 Multiple case study design

As mentioned before, this research has sought to understand teachers’ perspectives of their
interactions with parents. To fulfil this objective, a multiple case study design was considered
appropriate due to two reasons. First, a multiple case study design allows for a detailed
examination of specific cases, in our case the individual teachers, to explore the complexities
and nuances of their interactions. By selecting individual teachers as the unit of analysis within
each school, the research can delve deeply into their unique experiences in their interactions
with parents. This level of analysis allows for a fine-grained exploration of dynamics within
teacher and parent relationship by uncovering individual perspectives of teachers in different
school contexts. Second, such a design can provide rich and detailed data essential for
understanding the intricacies of teachers’ experiences and perspectives on interactions with
parents. By examining the interactions of teachers across multiple cases, the research can

identify broader patterns and challenges of teachers’ interactions with the parents.

In general, a case is defined as ‘a bounded system’ and is considered as an object. Stake (1995)
describes two types of cases- instrumental and intrinsic. He defines intrinsic case as something
that interests the researcher and is researched because it will expand on the particular case. This

contrasts with instrumental case where the focus is on understanding a phenomenon and the
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case plays a secondary role in understanding it (Stake, 1995, p.3). For this thesis, the cases
selected (teachers) form the instrumental cases since the focus through this selection is to
understand their perspectives on interactions that they have with the parents. Creswell and Poth
(2018) describe another category of cases, ‘the multiple case study’, which closely aligns with
the instrumental case, but considers more than a single case. Stake (2005) explains that multiple
case studies are appropriate for projects where the phenomenon is of more interest than an
individual case. In this thesis, the phenomenon I intend to research is interactions between
teachers and parents. Studying a single case would have limited the possibility of identifying
the diverse ways in which teachers experience the interactions with parents. It would also limit
our understanding of the different situations teachers face across different schools for them to
continue interactions with the parents. The overall purpose of the thesis is not to provide an
objective record of how teachers interact with parents, but to understand the characteristics of
these interactions and to identify the if these help teachers in building a collaboration with the
parents. Hence, I employed a multiple case study design, involving several teachers working

in rural government primary schools.

Teachers in these case study schools form the unit of analysis for my research, and they include:
1) the head teacher, who is usually responsible for the overall functioning of the school; ii) the
regular teacher, who is a full-time, permanent teacher, responsible for classroom teaching; and
ii1) the para teacher, who is a contracted teacher belonging to the local community, and who
shares similar responsibilities to those of a regular teacher. Although the RTE Act (2009)
specifies the roles and responsibilities of head teachers and teachers in government schools,
these are often shared based on the availability of teachers. For example, a recent study in India
showed that often head teachers, who are responsible for the overall functioning of the school
have to undertake teaching duties, which are ideally the responsibility of regular teachers and
para teachers (Ramachandran et al., 2016). The rationale for including all these different types
of teachers was based on the distinct responsibilities each of them have within the school and
its implication on the ways in which they interact with the parents. The head teachers are the
deciding authority in the school and were assumed to be responsible for interactions with the
community. Regular teachers are in closer contact with children through classroom teaching
and were assumed that they are in a better position to communicate about the child’s learning
to parents. As para teachers usually belong to the local community, it was assumed that their
interactions with, and views about parents would differ from those of the other regular teachers,

who often do not reside in the village where the schools were located.
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3.4.2 Sampling: Selecting cases

The sampling of the schools within which the teachers were chosen was undertaken in
collaboration with the research team at the ASER Centre. The larger evaluation study also had
a qualitative sub-study designed to understand the mechanisms that could help strengthen
school-community relationships, to encourage a shared responsibility for children’s learning.
This sub-study had two strands — one that focused on community members’ perspectives on
children’s learning, and the other, on teacher perspectives. The community-focused study was
led by the research team at the ASER Centre and through this thesis, I focused on teachers’
perspectives. To ensure a coherent study design, it was decided that the study locations for the

qualitative sub-study would be common for both the teacher and community strands.

According to Stake (2005), the way cases are chosen in a multi-case design play a significant
role in understanding the phenomenon. He explains that “a multi-case study starts with
recognising what concept or idea binds the cases together” (Stake, 2005, p.23). For this thesis,
this concept was responsiveness of the teachers towards the activities planned within the
evaluation study (See details of the evaluation study in section 1.3). Since my focus was to
understand the perspectives of teachers on interactions with parents, I chose teachers within
the schools that showed initial positive responsiveness towards the activities within the
evaluation study. These activities conveyed that the teachers were interested in working with
the community members (including parents of children they teach) and must be seeing some
advantage in being a part of the evaluation. At the same time, Stake (2005) also advised that
within a multi-case study it is also important to have opposing cases?? so that the phenomenon
can be studied in different environments. For this reason, I also included one school in which
the teachers did not show an interest in engaging in the activities planned within the evaluation

study activities. In total, I included 5 responsive schools and 1 non-responsive school.

Multi-stage, purposive sampling was used to select these case study schools. Within each of
these schools, I interviewed all teachers- the head teacher, the regular teachers and the para
teachers. According to Miles et al. (2013), purposive sampling includes techniques where
participants are selected based on researcher’s judgment regarding relevance to answering the
research question. Patton (2015) describes purposive sampling as a technique for identifying

and selecting information-rich cases, which implies selecting cases that are especially

22 Stake (2005) calls these cases as those belonging to atypical settings (Stake, 2005, p.23).
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knowledgeable and or experienced with a phenomenon of interest. For this thesis, these
information-rich cases were those that showed positive response to the activities within
evaluation study. It was multi-stage since I did the selection twice. For the first time, this
purposive selection was done in collaboration with the teams at ASER Centre. This involved
selection of 4 schools. Due to differences in our objectives and availability of time, I added

two more responsive schools in my sample after completing data collection in the four schools.

I first describe the selection of first four schools. This selection was a collaborative activity
conducted by me together with the research team at ASER Centre. Given our foci on teachers
and community members respectively, the first phase involved the selection of sites where
there were responsive and non-responsive schools as well as responsive and non-responsive
community members. I refer to this as ‘Stage 1’ of selection based on key informants. Here,
cases represented villages where the activities within the evaluation study were being
conducted in both schools and in the village (treatment group 2). The key informants were the
field teams responsible for running the RCT activities within the evaluation study on ground.??
They were considered key informants since they had first-hand information about the activities
conducted within the evaluation study and responses of the teachers and community members

to these activities.

Stage 1: Shortlisting cases based on information from key informants

In October 2019, 1, along with the qualitative research team met with 16 senior field team
members leading the evaluation in Sitapur district. The field teams were asked to nominate
four sites in each of the blocks?* that they were handling as a part of the evaluation study. They
were asked to choose two sites that were considered ‘responsive’, and two that were considered
‘difficult.” The ‘responsive’ sites were those villages where teams could see positive
engagement from both teachers and community members, with the likelihood that continued
participation would lead to further improvements in the relationship between the two. The
‘difficult’ sites were those villages where there was not much support or positive engagement

from either the community and/or the school, despite similar levels of effort to achieve this. To

23 The teams running the evaluation on ground were divided based on blocks. There were senior team members
who supervised these on-ground teams. They were called the team leaders.
24 Each team leader was responsible for more than one block. The four villages nominated by the team leaders

could belong to any of the blocks and not necessarily the same block.
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facilitate the selection of these sites and maintain uniformity in categorisation, teams were
given a set of parameters and asked to nominate sites bearing in mind the engagement and
response from the school and community members on the given set of parameters. These
parameters are provided in Appendix B and have also been summarised in Ramanujan et al.

(2022), as I present in Table 1 below.

Table 1: Parameters used for stage 1 selection of sites based on information from key

informants

Stakeholder Guiding questions

Community - Are volunteers in the village engaged and regular in running
learning camps?

- Do volunteers take initiative in organising community school events?

- Do parents send their children to participate in intervention activ-
ities, and/or organize peer-groups themselves?

- Have parents’views about the government teachers changed? Are
they ensuring that their child attends school?

- Have influential members in the community engaged and helped
advocate for the project, either directly or indirectly?

School - Do teachers know about the intervention? Do they take an active
interest?

- Are teachers aware of the volunteers who teach children in the
villages? Do they engage with program teams when they visit the
school?

- Do teachers involve themselves in community activities? Has there
been any change in what teachers do?

- Have the teachers’ thinking about their own role and/or that of the
community/parents changed?

Source: Ramanujan et.al., (2022)
Based on the above set of parameters, the teams identified a total of 51 sites, of which 25 were
categorised as ‘responsive’, and 26 as ‘difficult’. Teams also provided their rationale behind

each recommendation in writing.

Stage 2: Narrowing down selection using quantitative criteria

To further narrow down the list of sites obtained in stage 1, I followed a series of steps. In the
first step, the aim was to reduce the number of villages while maintaining the geographic
spread. For this, one village per block within each of the category of ‘responsive’ and ‘difficult’
sites was selected. This was done using a set of quantitative indicators from the baseline data
on school size and teacher allocation, household educational levels and socio-economic

advantage and disadvantage among the households. Throughout this process, the rationale was

61



to maximise variation (Collins et al., 2007; Palinkas et al., 2015) and select villages that
differed from one another on these dimensions (Ramanujan et al., 2022). These criteria are
documented in detail in the appendix B. The next step was to reduce the number of overall
blocks. For this, only those blocks that were accessible and were at a similar distance from the
Sitapur city, were considered. For the final step, three indicators that were considered crucial
for the overall study were prioritised: teacher and parental awareness of children’s learning
levels (if they were aligned) and student enrolment and attendance of the children. The level
of (mis)alignment indicated a lack of awareness among schools and parents in relation to
children’s learning. If there is alignment between teacher and parental awareness, it suggests
effective communication and collaboration between teachers and parents. Conversely, if there
is a lack of alignment, it highlights the need for improved communication and engagement
between teachers and parents. The enrolment and attendance of children were considered key
proxies for school size and functioning (Ramanujan et al., 2022). Larger school and lower
attendance might have different challenges in terms of teacher-parent interactions as compared
to smaller schools with higher attendance. I included schools that presented different
combinations of enrolment and attendance numbers to account for the varied experiences and

perspectives of teachers in these schools.

In total, 4 sites were identified after the stage 2. Of these, 3 sites were categorised as
‘responsive’ and 1 was categorised as ‘difficult’ site, which respectively consisted of 3
responsive and 1 ‘difficult’ school in my sample. These two stages of sampling were conducted
in the months of September and October 2019, when the RCT within the evaluation study had
been on-going for around 2 months. The timing to conduct sampling was considered
appropriate since, 2 months exposure to the RCT would enable the possibility of getting
insights from the field teams (the key informants for stage 1) about involvement of

communities and teachers within the evaluation.

After completing data collection in four case study schools, I added two more schools in my
sample. These schools were situated very close to village 3 (school 3) and village 4 (school 4).
These two schools were identified as being responsive sites by the field teams. These also
seemed to be adding more value to understanding parent-teacher interactions.?> One of these

schools had a female head teacher (head teachers in the other selected schools were male) and

25 These two schools were also a part of the evaluation that was working in both schools and village.
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I believed its inclusion would provide unique insights into how a female head teacher interacted
with the parents. The second of the two schools did not have a head teacher because she was
on leave and the school was being handled by two regular teachers. The field teams praised
these teachers and reported that they received recognition and praise from the people in the
village. This case seemed to add value to see the nature of interactions in the absence of a head
teacher. Such a sampling approach of adding new cases at a later stage has been described by
Miles et al. (2013) as acceptable within the qualitative research since these help in gaining new
insights into phenomena. Since the two newly added schools belonged to the same
geographical location, it was assumed that these schools would share some similarities with
the other sampled schools.?® T have summarised the process of selection of cases from the two

stages in sampling process in Figure 6.

Figure 6: Summary of the sampling process

KEY INFORMANT QUANTITATIVE CRITERIA

Responsive and Difficult Sites Level 1: Reducing Sites
(Maximum variation)
(based on teachers, parents Level 2: Reducing Blocks
and community members’ (Distance from Sitapur city)
responsiveness to activities in Level 3: Finalising sites
the evaluation study) (Quantitative criteria)
Total sites for thesis: 4 sites (Common sites: school and community)
+ 2 sites (only schools)

Overall, the selection of schools and unit of analysis being individual teachers were carefully
considered to provide a comprehensive and insightful exploration of teachers’ perspectives on
interactions with the parents. The schools chosen for the thesis were specifically selected
because the teachers in these schools showed genuine interest in engaging with the parents
within the larger evaluation study. This interest made them the ideal case for exploring the

dynamics of teacher-parents relationship. Furthermore, the unit of analysis for this research

26 It must be noted that these two schools were added only for their school focus within the qualitative sub-study.

For the community focus, the original four shortlisted sites were used.
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are the individual teachers within these schools. This choice is crucial as it enables a detailed
examination of a rich array of insights on experiences, perspectives and practices followed by
the teachers in their interactions with the parents. By focusing on individual teachers, the thesis
aims to uncover the unique nuances, variations and individual agency that might be influencing
the dynamics of relationship between teachers and parents. In all, there are six case study
schools in this thesis. Within these schools, there are a total of 17 teachers (5 head teachers, 6
regular teachers and 6 para teachers) who were interviewed. In Table 2, I provide the basic
information about these case study schools. I also describe these schools and the villages in

which they are located to provide a contextual understanding in Chapter 4.

Table 2: Description of sampled teachers across 6 case study schools.

School Teacher Designation Gender Total teachers in the
Coding school (N)
Dinesh Head teacher Male 6
Suresh Regular teacher Male © lar teach
School 1 Amit Regular teacher Male ne reguiar teathet
was on maternity
Komal Para teacher Female 1
- eave)
Ritu Para teacher Female
3
School 2 Rama Head teacher Female (T.WO regular teachers
did not consent to be
interviewed)
Rajesh Head teacher Male
Mohan Regular teacher Male
School 3 Arun Para teacher Male 4
Neha Para teacher Female
Ankit Head teacher Male
School 4 Gaurav Regular teacher Male 2
Ameera Head teacher Female
School 5 Khan 3
Sangita Para teacher Female
Ramlal Para teacher Male
Vikram Regular teacher Male 3
School 6 Deepak Regular teacher Male (The head te'tacher was
on maternity leave)

*In subsequent chapters, I combine school codes, teacher codes, their designation and gender
to represent each case. For example: School 1, Dinesh (Head teacher, M) represents Dinesh
from school 1, who is a head teacher and ‘M’ denotes male. Similarly, F would imply female.

3.4.3 Research methods and analysis
Creswell and Poth (2018) describe in their work the five main qualitative approaches in

research, highlighting that case studies often utilise multiple sources such as interviews,
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observations, documents or artefacts (Creswell & Poth, 2018). Building upon this approach, I
employed interviews, observations and my own field notes to gain a comprehensive
understanding of teachers’ perspectives. While the majority of the thesis’s findings are derived
from these primary sources and methods, I also utilised data from the baseline teacher survey
conducted at the beginning of the evaluation study. In this section, I will provide a detailed

description of these research methods and their alignment with the research questions.

To gather qualitative data, I interviewed 17 teachers across 6 case study schools; I observed 2
parent-teacher meetings in 2 case study schools; and I also relied on my field notes. In addition
to this, I undertook secondary data analysis for 1,612 teachers who were surveyed as a part of
the evaluation study at baseline (October 2018- January 2019) for their background,
educational qualifications and training, and understanding their attitudes and perceptions
towards children’s learning. Table 3 provides a list of the methods used in the thesis mapped

to the research questions that this thesis aims to answer.

Table 3: Summary of research questions linked with methods and purpose of the specific data
being collected.

Research Questions Methods Purpose

To understand how teachers perceive the
RQ1: What are teachers’ - . ‘
] ) opportunities of interactions and how they
perspectives on the Interviews ) )
use them to identify whether these help to
opportunities they have to .
Field Notes build a positive collaborative relationship
interact with the parents?
between teachers and parents.

RQ2: What are teachers'

perspectives on benefits of Interviews To understand the willingness of teachers
interactions with parents and | Field Notes to establish and maintain collaborative
their expectations from relationship with the parents.

Teacher Survey
parents?
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Research Questions Methods Purpose

RQ3: What do teachers' )
' . . . To understand the interconnectedness
experiences of interactions Interviews .
' between teachers’ experiences,
with the parents convey about | Field Notes ) ) )
perspectives and relationship forged
the nature of their relationship )
Observation between teachers and parents.
with parents?

I) Interviews

According to Stake (1997), “the interview is the main road to multiple realities” (Stake, 1997,
p.64). I conducted one-on-one semi-structured interviews with 17 teachers in six government
primary schools. Within these interviews, I identified broader areas of interest that helped in
understanding the participants’ experiences and opinions (Brinkmann & Kvale, 2018). Cohen,
Manion and Morrison (2018) list the main focus of qualitative approaches to interviewing such
‘explanation’, ‘interpreting’, ‘valuing quality’, ‘capturing uniqueness’ (Manion & Morrison,
2018, p.511). These approaches are more open ended and responsive as well as quicker to
commence and enable data gathering since the categories need not be decided I advance. They
state that within a semi-structured interview, “questions are more open ended and there is
minimum direction or control exhibited by the interviewer” (Manion & Morrison, p.512). I
conducted these interviews with the teachers to understand the ways in which they interact with
the parents; identify the reasons for such interactions; gauge their perspectives on benefits (if
any) derived from them; capture the experiences of teachers and their expectations from parents

with respect to children’s learning.

Denzin and Lincoln (2011) suggest that interviews are a suitable method for conducting in-
depth investigations, which made them a good fit for my case study research. By using semi-
structured interviews as my primary method of data collection, I was able to confirm the formal
channels of interaction between teachers and parents that were already known from the
literature review, as well as identify some of the informal ways in which teachers engage with
parents. The interviews provided an opportunity to ask follow-up questions and explore aspects
that the teachers valued in relation to their interactions with parents, resulting in a more

comprehensive understanding of the teacher-parent relationship.
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The interview process had four components (as shown in Figure 7). The first part of the
interview focused on the teachers' background and their connection to the school, including
questions related to their profession and how they perceive themselves within the school. The
second part of the interview focused on the different ways in which teachers interact with
parents, by asking about their familiarity with people in the village and reasons for these
interactions. The third section aimed to understand the teachers' perspectives on parents and
their interactions with them, including their views on the parents' role in their children's
learning, who they believed was responsible for their learning, and the importance of teacher-
parent interactions. The fourth section focused on the teachers' overall involvement in the
evaluation study, including their awareness of the various activities conducted in the
evaluation, their willingness to participate in these activities, the support received from other
teachers in the school, and their views on the best way to engage with people in the village.
Due to several challenges that resulted in irregular activities in the villages and schools
conducted as a part of the evaluation (section 3.5.1), only the questions related to teachers'
opinions on interacting with people from this section were used in the study. The semi-
structured one-on-one interviews were conducted in Hindi, but they were originally designed
in English and then translated by me. The complete semi-structured teacher interview guide,

both English and the translated Hindi version have been included in appendix A.

For analysing the interviews, I followed the reflexive thematic analysis (RTA) approach
developed by Braun and Clarke (2006, 2021a). Within this approach, the authors emphasise
an important feature that sets it apart from a general theme-based analysis is its focus on
reflexivity. In this thesis, I adopt a constructivist paradigm which posits that knowledge is
constructed through dialogue and learning from experiences. To investigate the teachers' views
on interacting with parents, I designed an interview which emphasizes understanding of
teachers’ actions and behaviors. I aimed to explore the teachers' perspectives to gain an
understanding of the nature of relationship between teachers and parents. This required
interpretation of the meaning teachers assigned to their interactions with parents. To analyze
the data collected through qualitative interviews and observations in a way that incorporated
the teachers' interpretations and meanings, I used reflexive thematic analysis, which was
appropriate for this context. This is because while I gave primacy to teachers’ perspectives and

experiences, the findings are indicative of how these perspectives were interpreted by me.

67



The first step in the analysis involved familiarisation with the data. This is considered an
important step towards interpreting the data (Braun & Clarke, 2021a). Some of the teacher
interviews were recorded (audio only) with permission while some had to be handwritten, for
those teachers who were uncomfortable being taped. For the former category, interviews were
transcribed verbatim and typed in Roman letters to avoid any loss of information through the
translation process. For the latter, I converted the handwritten responses into digital files which
were a mix of Hindi and English. The process of transcribing formed an important part of
familiarization with the data. I then added these transcripts to NVivo software and converted
them into a working dataset. I transcribed the interviews myself. After this, I read the complete
interviews, listened to the audio recordings, and prepared notes. This exercise helped in
familiarising me with the content of the interviews. I also referred to my field notes to search
for patterns and meanings teachers attributed to interactions. While reading the transcripts, I
was constantly thinking and asking how the response of teacher on their interactions with
parents was influenced by their own assumptions or their experiences, what experiences did

they categorise as negative and positive, and how they related these to parental responses.

Figure 7: Four different areas of focus in semi-structured interviews with the teachers.

*Years in current

e Familiarity with
ehool parents v
.lcllfgg(s)irrllsgfor *Reasons for
i interactions
profession
*Experience in ) ) *Forms of
teaching Background Relationship of interactions
« Best thing about aqd association teachers with *Cherished
being a teacher with the school parents moments with
parents/children
Views on
Involvement in interactions and
* Awareness of the intervention children's *Parents' role in_
activities learning children's learning

» Willingness to
become a part of
activities

* Support received

*Best way to engage
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The next step in the analysis process was coding the interviews. Coding is a process through
which the data is reduced to manageable ideas and concepts that are related to the research
questions. Clarke and Braun (2013) state the process of coding as the building blocks of
analysis in a reflexive thematic analysis. The process of coding is undertaken for assigning
descriptive or interpretive labels for pieces of information that are relevant in answering the
research question. Unlike a codebook approach that has pre-determined ideas and codes
developed, the process of coding within the reflexive thematic analysis approach is more
organic and flexible and often, new ideas emerge as one code (Braun & Clarke, 2021a). While
I did not have pre-determined ideas for my codes, the initial coding process for me, started with
labelling and organizing the interviews into groups. These groups were similar to the overall

categories of the interview schedule (See Figure 7).

The first step in the analysis involved familiarisation with the data. This is considered an
important step towards interpreting the data (Braun & Clarke, 2021a). Some of the teacher
interviews were recorded (audio only) with permission while some had to be handwritten, for
those teachers who were uncomfortable being taped. For the former category, interviews were
transcribed verbatim and typed in Roman letters to avoid any loss of information through the
translation process. For the latter, I converted the handwritten responses into digital files which
were a mix of Hindi and English. The process of transcribing formed an important part of
familiarization with the data. I then added these transcripts to NVivo software and converted
them into a working dataset. I transcribed the interviews myself. After this, I read the complete
interviews, listened to the audio recordings, and prepared notes. This exercise helped me
understand and deep-dive into the content of the interviews. I also referred to my field notes to
search for patterns and meanings teachers attributed to interactions. While reading the
transcripts, I was constantly thinking and asking how the response of teacher on their
interactions with parents was influenced by their own assumptions or their experiences, what
experiences did they categorise as negative and positive, and how they related these to parental
responses. I then started coding the interviews, step by step reading the transcripts in detail. In
this initial coding process, I used more semantic codes. Clarke & Braun (2013) define these
codes as those that are named in ways that are closer to the language of the participant. An
example of this is ‘parents should take care of their child’. Here, ‘take care of the child’ is

closely related to how teachers spoke about parents.
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The next step was to refine the codes. In this phase, I renamed and combined the codes created
in the previous step. I renamed the codes with similar meanings to make them more
understandable and shorter, and merged the ones with similar meaning. To do this, I was
continuously going back and forth between the existing codes, reading transcripts, and making
notes. This refinement of codes led me to use more latent codes, which focused more on deeper,
conceptual level meaning. Here, I combined several codes where teachers discussed what
parents should do, into one single code of expectations from parents. A snapshot of the codes

and themes generated in NVivo can be seen in Figure 8.

Figure 8: Snapshot of coding and themes in NVivo

Name ® Responsibiity of children's learning Annotatio

Summary | Reference

> @ Interaction with community

@ Self driven interaction ain. To unhe ko karna padhega. (Mainly discipline o 5 z
=3 A
@ System driven interactions g g 3
v @ Research Question 2 Benefits of interactions g %
2 g
v Usefulness of interaction Z S
® ; Files\\Interviews\\Mishrikh_ BN_SM1 [ z
@ Child 1 reference coded, 2.27% coverage H
@ Helpful, but parents don't attend ;z'
@ No use (It's a headache) Reference 1: 2.27% coverage . . 3
@ No use (listen but ignore) Bacho k padhne ki zimmedaari to swayam bacho ki hai sabse pehle ki unka interest 2 Z H
. s P . Sl lad v H
R e e S e banne aur develop.hoye Jlske'responmbl'ht)" to parents ki hai. Upkl zmmedaari k}al ki e £ H
@ Not useful, SMC N bacho ko uthna baithna sab sikhaaye. Discipline sikhana to parivar ka kaam hai. 3
St it ot Uske baad he adhyapak uspe kuch sudhaar kar sakta hai. Jab tak parivar kuchni ¥
@ Parents karega, tab tak adhyapak bhi zada nai kar paaega. z
@ system driven interactions happening only on paper) F
g
@ To be updated about happenings in village %
v @ Research Question 3 Placing parents with children's learn| @
@ Action taken when child not learning Files\\Interviews\\Mishrikh SP_T1
> @ Expectation from parents 1 reference coded, 0.72% coverage ?
2
> @ Expectation from the community or parents Reference 1: 0.72% coverage E
. ) o
gl detenticn pollcyloglackofiagency Responsibility: Ghar mein to mata pita ki hai zimmedaari ki wo bache ko bheje “ z
> @ Problem with parents regularly g é
@ Reasons for lack of Pl School mein teachers ki zimmedaari hai. H 5
@ Responsibiity of children's learning E o 3
@ Responsibility to meet on parents § E- ;
@ Views about parents in general @ 5 @ §
o s z
v @ Research Question 4 Views and perceptions on interact| Eiles\\interviews\\Parsendi BG_HTcombined 'z ?‘,‘ % “
) ) 1 reference coded, 2.16% coverage 3 3 2
> @ how to engage with community S & 5
]
> @@ Link to community through children Reference 1: 2.16% coverage g z 5
i Cnardianc halta hain ki cchanl I tima hacha hhaao iaate hain fir 1.9 ohante haad i o =
The next step in reflexive thematic analysis was developing the themes from codes. Braun &

Clarke (2006) define a theme as, “something that captures important information about the
data in relation to the research question and represents a patterned response or meaning
within the dataset” (p.82). However, these definitions were clarified by the authors in their
later works. Braun and Clarke (2013) state that the themes under reflexive thematic analysis
are patterns of shared meaning, united by a central concept or idea. This implies an
understanding of the key concept behind the codes is what drives the codes together. The
themes, as they state, are often not summaries of codes, but need to capture a shared meaning

(Braun & Clarke, 2021b).
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I employed an iterative approach to code and analyse the interview transcripts, which resulted
in the generation of codes that aided in comprehending different aspects contributing to the
diverse perspectives of teachers. For instance, I coded segments of the interview transcripts
where teachers expressed their desires or expectations regarding parental involvement (such as
wanting parents to provide updates on the child's progress, expecting parents to monitor their
child's studies, or noting instances where teachers show disappointment at parents’ little
interest in their child's well-being). These codes were then consolidated and categorised as
'Expectations from Parents,' serving as a valuable sub-theme within the broader theme of
‘Willingness of teachers to interact with the parents’. This broader theme also included
subtheme of ‘Benefits derived from interactions’. Such a coding process matches the overall
constructivist paradigm adopted in the thesis, where I placed importance on teachers’
subjective understandings of nature of interactions, willingness and nature of relationship with
parents while creating the key themes, based on which I wrote my analysis. I generated several
such codes throughout the interviews. For understanding connections between codes,
generating themes that are aligned with the research questions, fine graining the code, I went
back and forth between the different codes and transcripts. I mapped the codes and themes

together to identify the central organising concept. I provide an example of this in Figure 9.

According to Braun & Clarke (2021b), “demonstrating coding reliability and the avoidance of
‘bias’ is illogical, incoherent and ultimately meaningless in a qualitative paradigm and in
reflexive TA, because meaning and knowledge are understood as situated and contextual, and
researcher subjectivity is conceptualised as a resource for knowledge production, which
inevitably sculpts the knowledge produced, rather than a must-be-contained threat to
credibility” (Braun & Clarke, 2021, p.334-335). Following the above-mentioned steps, the
relevant themes identified for answering the research questions are listed below.

1. Opportunities to interact: Includes forms of interactions, potential factors affecting
interactions and purposes of interactions

2. Willingness of teachers to interact with parents: Includes perceived benefits and challenges
of interactions with parents, action taken by the teacher in class, responsibility of children’s
learning and expectations and complaints from parents.

3. Experiences of interactions: includes background of the teachers, preferred strategies to
interact with the parents, parents’ perceptions about school and ability of interactions to change

these views.
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The details of the themes and codes included in each of themes are included in Appendix C.
These themes were used to answer the research questions posed in this thesis. I discuss these
themes across the analysis chapters (Chapter 5, chapter 6 and chapter 7), where, besides

describing what the themes include, I draw connections with the research question as well.

Figure 9: A mapping of patterns, codes and themes to identify the key organising concept at

the time of theme development.

Reasons for interactions (linked
to benefits

Gender Designation
———
Willingness Factors influencing Self initiated Forms of interactions Formal system mandated Demotivation of teachers

Staff
Problems with parents Parent initiated linked to how
teachers view parents' role

Expectations from parents

Linked to parents’ role
Interactions? Connectedness important Usefulness to teachers (Expectations)
Usefulness to parents _. Benefits Usefulness for child Attendance Learning

System leve

Reasons for lack of P|
Positive/Negative Experiences with parents Views about parents Individual level
Problems with parents Expectations from parents Parents’ role Responsibility of children’s Parents Related to expectations
learning
Teachers In school
Problems
Utilising opportunities in the Experience with parents
intervention (PTM) Lack of PI
Influenced by background/ Views about interactions Related to parents’ views about

upbringing teachers
Ability to show efforts

Benefits of interactions

IT) Observations

Observation as a research process offers an opportunity to gather firsthand data in naturally
occurring social situations (Cohen et al., 2018). According to Robson (2011), observations
provide an opportunity to see the difference between what people do from what they say.
Various authors have classified the role of researchers and the observations. For example,
Cohen et al. (2018) describe the four forms of observations where, depending on the
involvement of researcher in the act being observed is classified into complete participant,
participant as observer, observer as participant and complete observer (Cohen et al., 2018,
p.543). Similarly, McCartan and Robson (2016) explain that participant observations are more
aligned with qualitative approaches as compared to structured observations that align with

fixed designs that derive from a quantitative approach. They point to a third type of observation,
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the “unobtrusive observation” where the observations are “structured but non participatory”

(McCartan & Robson, 2016, p.320).

As a part of this thesis, I employed observations as a method to gain insights into the
interactions between teachers and parents during parent-teacher meeting organised in the
school as a part of the RCT within the larger evaluation study. I had initially intended to use
these observations to capture teachers’ involvement in all the activities organised within the
evaluation study to understand if these led to any changes in teachers’ perspectives about
interacting with the parents. However, neither the planned activities within the evaluation nor
the second round of interviews planned could be conducted due to the disruptions caused by
the COVID-19 pandemic (section 3.5.1). Subsequently, I utilised the two observations of
parent-teacher meeting (a planned activity within the evaluation study) that I conducted in two

of the sampled schools.

For this observation, I place myself within the category of ‘observer as a participant’ in the
sense that I was present in the school and was introduced to the parents at the time of the
meeting, but [ was not contributing to any discussion in the meeting. I designed the observation
schedule based on guidelines provided by Spradley (1980). McCartan and Robson (2016)
provide a summarised version of these guidelines (McCartan & Robson, 2016, p.328) that I
used for designing the observation guide. | wanted to understand what was happening and then
conduct a follow up with teachers about their views on these interactions. The dimensions by
Spradley (1980) in descriptive observation include information about space, actors, activities,
physical elements, events, the sequence of events, goals and feelings. While I did not use all
these dimensions in my observations, I utilised most of them leaving out the goals and emotions
since | believe these aspects are better understood from conversations that researchers have
with participants. The observation guide I used to record data from the meeting is given in

Appendix A.

I conducted a total of two observations. First in school 1 and the second in school 2. These
observations were of the meetings between teachers and parents that were organised as part of
the evaluation study. These were the only locations I could observe the meetings since they
occurred on the same day across all schools included within the evaluation. I chose these
schools because they were situated in the same block and close to each other due to logistical

convenience as it minimized travel time and logistical challenges associated with visiting
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multiple distant locations. This enabled me to efficiently conduct the observations and ensure
consistency in data collection. These meetings were recorded (audio only) with the consent of
the head teachers, who were leading the meeting in their respective schools. The parents were
aware of the purpose of my presence in the school. These meetings were facilitated by the field
teams, who played an active role in organising them and ensuring parental attendance and

discussions around parental involvement in the child’s learning.

At the analysis stage, I used these observations along with the responses from the interviews
to understand teachers’ overall experiences of interacting with parents. I used the data from
these two observations to reflect on what these experiences of interactions convey about the
likelihood of forming a collaborative relationship between teachers and parents. I did this by
combining the interpretations from these observations with the responses from the teacher
interviews on their interactions with the parents. McCartan and Robson (2016) agree with such
usage of observation as a supplementary method. They state that “observations can be used as
a supportive or a supplementary method to collect data that may complement or set in
perspective data from other means” (McCartan & Robson, 2016, p.321). I compared the two
observations to understand how experiences of teachers shape the ways in which they interact
with the parents and over time lead to teachers forming a strong opinion about the ability of
such interactions This helped me in unpacking the connection between teachers’ experiences
of interactions with parents and how these could be shaping the relationship forged between

the two groups.

III) Teacher Survey

As part of the evaluation study, a sample of 1852 teachers who regularly taught Hindi to grades
2,3 and 4 were surveyed between October 2018 and Jan 2019 by the field teams. I was involved
in the initial stages of design of this survey which collected information related to:

i.  Demographic information, educational and professional background
ii.  Teachers’ responsibilities in school
iii.  Attitudes and perceptions around children’s learning
iv.  Information related to sampled children’s learning levels

The teacher survey was administered in Hindi by enumerators hired by ASER Centre. These

enumerators had gone through intensive training before data collection commenced in
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September 2018. The teams were trained by the ASER Centre, who were leading the research
side of the evaluation study. The teacher survey questionnaire is provided in Appendix E. Table

4 provides a summary background of these teachers.

Table 4: Background information of Hindi teachers (Source: Teacher survey)

Teacher Appomte.d or In- charge/ Regular Para
. . Deputation
Designation HM teacher teacher
HM
% 10.48 10.96 50.76 27.81
N 194 203 940 515
Teacher Sex Male Female
% 54.59 4541
N 1011 841
Teacher Religion Hindu Islam Sikh Others
% 93.63 6.1 0.16 0.1
N 1734 113 3 2
Teacher Caste General SC ST OBC
% 34.72 24.14 0.43 40.33
N 643 447 8 747
Teacher Location Same village as Other village City
school
% 11.34 32.83 55.83
N 210 608 1034
School Posting by Yes No No
own choice preference
% 68.3 27.11 4.59
N 1265 502 85
Transport used by .
teacher to reach Walk Bicycle Public Own
Transport transport
school
% 12.96 6.53 20.68 55.67
N 240 121 383 1031

Since the teacher survey targeted only Hindi language teachers, not all teachers sampled for
my thesis were included in this survey. The survey was designed to focus on understanding the
these teachers' attitudes and perceptions towards children's foundational learning, as well as
the barriers they faced in supporting it, which was not directly relevant to my research questions
on understanding varying perspectives of teachers on interactions with the parents. However,

I utilise some information from the survey data for two purposes. First, I use the information
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about teachers’ awareness of children’s learning from the survey as one of the parameters for
narrowing down the selection of case study schools?’. Second, I use descriptive analysis of
three questions related to children's learning in relation to the arguments I make while

answering research question 2 on expectations teachers have from parents in Chapter 6.

IV) Field notes

Throughout my fieldwork, I used notes to record my own thoughts while having conversations
with the teachers, any ideas that could help me initiate conversations with the teachers in future,
and any relevant information related to the school that I could use to draw linkages at the time
of the interview. I also noted the general conversations I had with the teachers, in addition to
the interviews. I took these notes in front of the teachers, ensuring they were aware that I am

documenting information during our conversations.

Field notes serve as a valuable tool for capturing the contextual details of research participants’
statements. They also enable researchers to document their methodological decisions and
conceptual reasonings (Miles et al., 2013). Given that my research was part of a larger
evaluation study with multiple concurrent components, I maintained two distinct categories of

notes during my fieldwork to ensure comprehensive documentation.

1. Observation notes: These were notes about the schools I visited, in which I explained
what I saw, heard, and felt during my initial conversations with the teachers. It also
included a description of anything unique about the village or the school which came
up in conversations with the teachers or the field teams running the evaluation on
ground. For example- in School 2, I was specifically asked to meet the union leader
before the teachers agreed to talk to me. I noted down such details in these notes.

2. Methodological notes: These notes were about any modifications to the way in which

I was collecting data or the teachers I included in the sample. For example, after my
visit to school 3 twice, I did not manage to meet the regular teacher because he was
assigned a task in the district office. This made me realise that I had to preschedule the

interviews with them.

%7 Details in Appendix B.
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I used these notes throughout my fieldwork, as well as in meetings with the research team at
the ASER Centre. These notes helped me keep track of the schools I visited, observations I
made within these schools and the people I met there. I also noted my own views and
interpretations of the situations I encountered in the school, and on various aspects such as my
first impressions of teachers. The contextual information provided by the field notes served as
a backdrop that enhanced the understanding of perspectives of teachers during the analysis

phase.

Throughout my fieldwork, I consistently relied on these notes, which enhanced my
conversations with the teachers. I also referred to these notes - using them as memos — while
coding the interviews, that allowed me to explore the potential linkages between various
aspects of teachers’ perspectives in relation to their interactions with parents. Examples of my
field note are shown below in Figure 10. In addition to the above intended purposes, these
detailed field notes helped me recollect the details of the schools I visited. These were helpful
in the phase during COVID-19 pandemic when I had to modify the research focus.

Figure 10: Samples from my field journal

SS——

Source: Author (names of participants/villages/schools have been concealed)

3.5 Data collection challenges, timeline and limitations of research

3.5.1 Challenges faced during data collection
I encountered several challenges during my seven-month long fieldwork that began in starting
September 2019 and ended in March 2020 that affected the research design of this thesis. These

challenges were related to political instability in the district of Sitapur (in the months of
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December 2019 and January 2020) and the COVID-19 pandemic (March 2020- November
2020).

Due to the Citizenship Amendment Law protests in 2019, the schools were closed for about 10
days (about 1 and a half weeks) in the last week of November 2019. Authorities across many
parts of India, including the state of Uttar Pradesh imposed section 144 of Criminal Procedure
Code in December 2019 to January 2020 in the wake of these protests. This prohibited any
gathering of more than 5 people at a time.?® This implied that activities that aimed at bringing
together teachers and parents through the evaluation could not be conducted in these months.
Once the situation improved in February 2020, the COVID-19 pandemic led to a nationwide
lockdown and schools were closed again in March 2020. Due to these, very few activities

related to teachers and parents could be done as a part of the evaluation study.

The original focus of this research was to understand and capture the differences observed in
teachers’ perspectives to interact with parents through their involvement within the activities
of the larger evaluation study. The research design included two rounds of interviews with the
teachers with a six-month gap between them. Between the two rounds, it was expected that
teachers would be exposed to activities planned within the larger evaluation study, and that this
would provide an opportunity to identify the any changes in their perspectives regarding
parental interactions. However, due to political instability, progress in the evaluation study was
already slow by March 2020. The nationwide lockdown and school closures due to COVID-
19 pandemic in March 2020 made it difficult to further the evaluation activities. Consequently,
the second round of interviews with the teachers that were focused on understanding changes
in teachers’ interactions with parents due to their involvement in the evaluation, could not be
conducted Given this situation, I decided to adapt the focus of my research to explore the
teachers’ existing perspectives on interactions with the parents to understand the relationship
they have with the parents and assess the potential of collaboration between the two. I had
obtained this information from the first round of teacher interviews and 2 observations of

parent-teacher meetings conducted in two schools.

28 Anti-CAA Protests, 19 December 2019, The Hindu. Anti-Citizenship Act protests on Dec. 19 | One dies of

alleged firearm injury in Lucknow; two die in police firing in Mangaluru - The Hindu.
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3.5.2 Data collection timeline

Given the above challenges, the final data for this thesis included six schools spread across
three blocks in Sitapur district, through which qualitative data was generated for 17 teachers in
total, including head teachers, regular teachers and para teachers. The activities planned within
the larger evaluation study in schools and the villages began in July 2019. The selection of
cases was undertaken two months after these activities began which ensured that the field teams
on ground had a clear understanding of the sites and could differentiate between the sites with
positive and not-so-positive response. This information was utilised in the first stage of
selection of the cases for the thesis. The interviews with teachers began in November 2019
with initial 4-5 days being spent in rapport building with the teachers in the selected cases
(schools). I started the fieldwork with semi-structured interviews with teachers in four schools.
I also conducted the observations of parent-teacher meetings organised as a part of the
evaluation study in school 1 and school 2 in the month of November. Meanwhile, the activities
within the evaluation study were carried out in phases till November 2019, with disruptions

bringing the activities to a halt in January 2020. These timelines are shown in Table 5.

Table 5: Timeline for the data collection and activities planned within the evaluation study.

Rapport Qualitative Activities within | Parent-teacher
Month and Year | building with interviews the evaluation meetings
teachers conducted study observed
July 2019 \
August 2019 v
September 2019 Case selection V
October 2019 N
November 2019 | (S1,S2) ol v v
December 2019 \ (S3,84) \ Evaluation halted
due to anti-CAA
January 2020 \ (S5, S6) protests
February 2020 \ \
Schools shut due | Evaluation halted
March 2020 to spread of due to spread of
COVID-19. COVID-19.

S1-S6 represent schools in my sample.
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3.6 Accuracy of the findings

3.6.1 Dependability of the study

Since most of the research is qualitative in nature, I looked for ways in which the results could
be made reliable and trustworthy. Lincoln and Guba (1985) use the term ‘dependability’ for
qualitative research which corresponds to ‘reliability’ in quantitative research. Triangulation is
difficult within the paradigm of constructivism since the assumption is that researchers
themselves assign meaning to the views of participants (Urquhart, 2013). It therefore becomes
important to establish whether the research findings are an accurate representation of the
participants’ views. According to Lincoln & Guba (1985), there are three strategies to ensure
the credibility of a qualitative study. These include prolonged engagement in the field,
persistent observations and multiple sources of data. As explained in the last section, I used
interviews, observations and teacher survey data to answer the research questions. This ensured
a more holistic understanding of teachers’ perspectives. I expand on the other two strategies in

detail below.

Prolonged engagement in the field

Starting in September 2019, I spent approximately 10 days in the field with the research team
from the ASER Centre, who were focusing on the community aspect of the qualitative study
within the evaluation study. Within this timeframe, the objective was to gather as much
information as I could about the villages in which the sample schools were located. I detail out
this information in the next chapter. I describe the connectivity of these schools from town,
where most teachers teaching in these schools reside. In addition, I also describe how the
villages and the schools look like in terms of infrastructure and facilities and what most people
in the village do. These contextual understandings about the villages and people living there

are important since the focus of the thesis is on interactions between teachers and these people.

During the month of October 2019, I revisited the schools included in my research to observe
the involvement of teachers and parents in various events organised as a part of the larger
evaluation study. Additionally, I maintained regular meetings with the field teams to gain
insights into the responses and perceptions of the local communities surrounding my sample
schools. To ensure a comprehensive understanding of the research context, I dedicated
approximately 5-6 days in each site during my fieldwork. This extended period allowed me to

immerse myself in the school environment and become acquainted with its daily functioning.
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Throughout the duration of the thesis, I maintained consistent and active engagement with the
schools under investigation. This deliberate approach facilitated a steady flow of information
from three distinct sources: the field teams, my direct observations of participating teachers,

and the participants themselves.

Periodic checks and discussions with the research teams

As mentioned earlier, I conducted my research in the same sites in which the qualitative team
from the ASER Centre were focusing on the communities. This provided an opportunity to
exchange our individual ‘first impressions’ of teachers and our notes of these locations. The
impression of teachers from my interview transcripts matched the teams’ observation and
understanding of these schools and teachers. There were regular ‘check-ins’ and discussions
on initial findings between me and the ASER Centre’s research teams. This gave me the

confidence that the interviews provided a good representation of the teachers and the schools.

In addition to these measures, I took further steps to ensure rigor and transparency of the
research process. One important aspect was sharing my initial findings with the research team
and holding multiple meetings with the researchers involved in the larger evaluation study.
This practice not only provided valuable perspectives of the teams, but also helped mitigate the
potential influence of any personal bias while I was analysing the data. To maintain a
systematic record of the research process, I maintained a field diary. In this diary, I noted all
important details such as sampling decisions, research procedures, and interactions with people
I met during my visit to the schools. This field diary served as a reference point throughout the

research journey.

All these steps not only provided an avenue for critical reflection on the collected data, but it
also ensured that the conclusions I drew were based on multiple sources of information, while

increasing the credibility, dependability and trustworthiness of the findings of the study.

3.6.2 Utilising the findings from the pilot study

Pilot studies are conducted to test methods and research procedures, and to refine the content
for data collection (Stake, 2005; Yin, 2009). The main advantage of conducting a pilot study
is that it might warn some of the major issues in the research procedures, complications in

administering or even uncover the local politics affecting the research process (van Teijlingen
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& Hundley, 2002). Before finalising the data collection tools and initiating fieldwork for the
thesis I conducted a three-week pilot in government schools in Sitapur in March 2019. There
were six sample teachers for the pilot which either belonged to the control group within the
evaluation study or were from the government schools in Sitapur city. The findings from the
pilot study helped in multiple ways in refining the various elements to be considered in the
research design, making sampling decisions and better planning of the data collection for the

research.

Given that most parts of my interviews were specifically designed for teachers who had decided
to be a part of the evaluation study, I opted to pilot a limited set of questions within the
interview to assess their clarity and the most effective way to pose them. Additionally,
conducting the pilot study allowed me to gain insights into the feasibility and value of my

proposed study. Through the pilot study, I aimed to achieve three objectives:

1. Explore the views of teachers on engaging with the parents of children they teach.

2. Finalise a procedure for shortlisting case study sites, which involved understanding of
the activities, locations and familiarisation with the field teams involved in conducting
the evaluation study.

3. Gain an understanding of the different channels of engagement that already exist

between teachers and parents.

The findings from the pilot helped me familiarise myself with the field teams who were
carrying out the evaluation on the ground. As mentioned before, the process of initially
shortlisting sites for case study relied on key stakeholders which were the senior field team
members. During my pilot, understanding how each team member was assigned to specific
villages and what role they had within the evaluation, gave me the confidence to rely on their
decisions. The conversations with them, about planning of the activities within the evaluation
study revealed what their roles would have been in the activities, their frequency and quality
of communication with people in the village and the teachers in the school. This familiarisation
also helped me in understanding the various activities that were planned as a part of the

evaluation, which I could later align with my own fieldwork.

In addition to this, the pilot study also raised two other issues related to managing my time in
the field, that needed to be addressed while planning for my fieldwork. One of these related to

the need for flexibility in meeting the head teacher. During the pilot, I observed that there were
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specific days when the head teachers were not available in school, because, for example, they
were busy in training or visiting block headquarters to submit reports to the block development
officer. Most teachers would ideally wait for the head teacher to talk to me first, before allowing
me in the school or talk to me. The other issue related to taking the time to explain and help
teachers understand the purpose of my research. During my pilot study, although I explained
the purpose of my research before the teacher interviews commenced, I observed that they
often were sceptical about responding, especially when someone from Pratham Education
Foundation accompanied me*. To address these issues, I planned to spend at least five to ten
days in each school with the intention of visiting it multiple times. This allowed sufficient time
for unexpected delays as well as to have conversations about my research. I also ensured that
I visited the school alone, so that teachers felt comfortable around me and were confident that
my research was independent of the evaluation or any other research being conducted by

Pratham Education Foundation.

Finally, the findings from the pilot study revealed that teachers weren’t necessarily only using
the SMCs or formal channels of communication to interact with parents. They used self-
devised ways of communicating with the parents: visiting parents during the break time to
make them aware about other issues like sanitation, to interact with the parents which helps
them in building a rapport with the parents. This allowed me to modify the type of interview
questions I had prepared: instead of limiting my questions to formal engagement mechanisms,

I asked how familiar they were with parents and other community members in the village.

29 Recent efforts in the state towards ‘teaching at the right level’ led to a partnership between the Pratham
Education Foundation and the state government of UP. It led to the launch of a programme called ‘Graded
Learning’, in 113,000 government primary schools. The programme involved training teachers to group and teach
children based on their current/existing reading and mathematics levels. At the time I was undertaking my field
work, teachers were undergoing this training. However, informal conversations with some of the teachers revealed
that they considered the staff from the Pratham Education Foundation to be a threat. These teachers expressed
negative views about the Foundation’s staff, stating that often, the data they collected was inaccurate and portrayed
a negative image of teachers in reports to higher authorities. These teachers were sceptical about sharing
information relating to their students or their own teaching when I was accompanied by someone from the
Foundation. I was also informed that teachers had been told by their union leaders not to provide any information

to anyone without written permission from the education officers.
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3.6.3 Limitations of the research design

While the research design for this thesis fits well with its intended purpose of understanding
teachers’ perspectives on interactions with the parents, there are certain limitations to consider.
These design limitations have implications on the analysis of the data collected as a part of this

research.

The first limitation is that the multiple case study design that focuses on individual teachers
within schools, presents difficulty in capturing a comprehensive view of the school’s collective
perspectives due to the individualized nature of the data collected. This hinders the ability to
conduct a comparative analysis at the school level. Each teacher has their own unique
perspectives and experiences, which may not be representative of other teachers in the same
school. As a result, it becomes challenging to draw broader conclusions about the perspectives

of teachers at the school level and make any cross-case comparisons.

A second limitation of the research design is that it cannot fully utilize the survey data on
teachers since it is only available for teachers teaching the language (Hindi) subject, as opposed
to all teachers in the school. Ideally, having survey data available for all teachers could have
provided valuable information related to teachers’ background (caste, religion, their
childhood), their educational qualifications, working condition (hours spent on training,
planning classroom activity, meetings) and their perceptions towards children’s learning.
Considering these parameters would have led to a more nuanced understanding of teachers’

perspectives about parental interactions.

A third limitation of the research design arose due to the impact of COVID-19 pandemic. The
pandemic necessitated several modifications to the original research design. Originally, the
research design entailed conducting two rounds of interviews with the teachers spaced six to
seven months apart, during which time, the teachers would engage in activities planned within
the larger evaluation study. These activities were intended to facilitate support and provide
opportunities for teachers to interact and communicate regularly with parents. However, the
prolonged school closures caused by the pandemic significantly affected both the evaluation
study and the interviews with teachers, which were intended to capture any changes in teachers’

perspectives on interactions with the parents.
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Despite these limitations, the current research design has the capacity to capture valuable
insights into teachers’ perspectives on interactions with parents and if these support in building

a collaboration between them.

3.7 Ethical Considerations

A researcher’s role is to ensure that their study is intrinsically and instrumentally ethical
(Oliver, 2010). To ensure that my research was ethical, I followed formal procedures for
obtaining consent from teachers, while providing assurances of anonymity and confidentiality.
Institutional ethics committees have a vital role to play in the research process, and accordingly,
I sought and received approval for my fieldwork and research instruments from the ethics

committee at the Faculty of Education, at the University of Cambridge.

While describing other ethical considerations, Young Lives (2016) mentions that any research
related to teachers needs to be undertaken responsibly, to avoid fueling the view that teachers
are part of the problem. Instead, they suggest that if the findings are negative, the researcher
should strive to find how teachers can be supported. Accordingly, I also ensured that my
findings and interpretations did not have any adverse consequences either for the research
teams I was working with, or for the participant teachers. Although I have not used the
interview data to draw conclusions or make statements about who is responsible for children’s
low learning levels, I was conscious that the views and opinions expressed by teachers could
potentially lead to negative reactions and ill will from parents. During my fieldwork, I often
made visits to the villages in which the sample schools were located. I ensured not to share any

negative opinions that teachers had about parents.

I was already aware that public sentiment towards teachers and teaching in government schools
in India was often negative; and from my own observations in the pilot study, I had noticed
that a lack of appreciation of their work demotivated teachers. To ensure they felt comfortable
around me, I spent the first 4-5 days in each school just explaining the purpose of my research,
answering questions, or clarifying doubts that teachers may have had. I was also sensitive in
the way I framed my interview questions so that they were judgement-free and did not blame
the teachers. For example, to understand if teachers feel they are responsible for children’s
learning, instead of asking what their responsibility is, I asked them who they thought was

responsible for children’s learning. Another example of such question, was, in attempting to
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understand what teachers did not like about the school, I asked them to describe their
experience of a bad day in the school. Such a way of asking question gave primacy to the views

of teachers without attaching a judgement to it.

During my fieldwork, I positioned myself as a student seeking to understand teachers’
experiences and what mattered to them. I explained to the teachers why I had selected them,
how their views would be helpful and what I intended to do with the data. In all respects, I
adhered to the ethical guidelines set out by the British Education Research Association (BERA,
2018). In addition to BERA, I also adhered to the guidelines of conducting research in
government schools in India. This involved obtaining formal permissions from education
boards in India. Since the sample schools I included in my thesis were a part of the larger

evaluation study, these permissions were obtained by Pratham Education Foundation in India.

3.7.1 Informed consent and ethical procedures

At all times, informed consent was always sought, and participants were given the right to
withdraw from the interview process at any time; they were also allowed to withdraw their
permission for the use of their data at any time. Informed consent means that the research
participants are made aware about the overall purpose of the research and the main features of
the design, as well as of possible risks and benefits from participation in the research project

(Brinkmann & Kvale, 2018, p.33).

I had obtained formal permissions to be in schools from all the stakeholders involved and
ensured that my research abided by national laws and codes of practice.’® I obtained these
permissions from the organisations involved in designing and conducting the larger evaluation
study. However, I separately met with the teachers in my sample schools to obtain their consent
to be interviewed. Some teachers asked me to get permission from their block’s union leaders,
and in one instance, I had to go and meet the union leader personally, to explain the purpose of
my research. This proved successful and I was allowed into the school and the teachers agreed
to speak to me. However, this also raised concerns about their consent, since their participation
may not have been entirely voluntary, as it was in part influenced by their union leader’s

permission, or that of the block development officer. A similar concern has been raised in the

30 Since the sampled schools were part of the larger evaluation study, formal permissions from the concerned

district education officers had already been requested and granted.
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context of conducting fieldwork in the Global South (Naveed, Sakata, Kefallinou, Young &
Anand, 2017). I could not find a way to change this. However, I tried my best to explain to the
teachers that they could choose not to answer the interview questions without any negative
consequences. I also translated the consent form into Hindi and handed it over to them for their
scrutiny. However, some teachers were not willing to provide written consent and claimed that
they could be identified by their signatures and I had to obtain verbal consent. I had initially
thought I would record their consent, but this did not work for a few teachers who didn’t want
to be recorded in any way. Robinson-Pant & Singal (2013) discuss similar ethical issues
encountered by education researchers working across cultures. They describe the experiences
of researchers within comparative and international educational research to show the need to
adapt ethical procedures in the field which involves explaining the concept of signing a consent
form to the local participants and discussing the reasons for conducting the research in contexts

that lack a research culture (Robinson-Pant & Singal, 2013).

Pushing research participants into doing something with which they are uncomfortable, could
have had adverse consequences for my research objectives which required a certain level of
trust. Accordingly, I explained that the consent forms were there for the protection of their
rights, and left it to them to decide if they wanted to return it to me. Indeed, towards the end of
my fieldwork, most of these teachers returned their consent forms with signatures. For 1
teacher, I only rely on the verbal consent obtained at the beginning of the interview. It was
particularly important to be mindful of teachers’ time and effort. For this purpose, I informed
them about the approximate time it could take to complete the interview and ensured that the
same did not interfere in their work. I used the lunch hour to have informal conversations and
build a connection with them. At all points, teachers were aware that I was taking notes from

our conversations.

3.7.2 Confidentiality and anonymity

Beyond informed consent, it was also important to assure teachers of confidentiality and
anonymity, and to keep them informed about the progress of the research project. This ensured
that teachers became part of the entire process, instead of just being respondents. I explained
the aspect of confidentiality in detail while asking for teachers’ consent. This approach was
important in building a trustful relationship with the teachers where they would feel

comfortable sharing their honest opinions and experiences in school and the community. I

87



ensured that information shared with me did not harm the teachers or the community members
at any stage after the research. The information I collected from the participants, including their
personal information such as their names, the name of the school was logged in a coded format
rather than by names, to ensure anonymity. This information was held securely and could only
be accessed by me, or a member of the research team working with me on the qualitative study,

with my explicit permission.

3.7.3 Responsibilities to the research teams

Being a part of a larger evaluation study and having designed the qualitative sub-study in
collaboration with the research teams at the ASER Centre, I had certain responsibilities towards
the research members involved. Accordingly, I ensured that the research team members were
informed of my research decisions at all stages, and that there was no conflict of interest in
either approaching the participants or using the data produced by the project. At regular
intervals, I ensured that opportunities to present my work to the wider teams were helpful for
all researchers. For example, during the COVID-19 lockdown, the research teams at the
University of Cambridge and the Pratham Education Foundation produced a knowledge series,
in which everyone involved in the project shared their findings and learnings. At these sessions,
I presented the initial findings emerging from the interviews, and shared some of my own
insights from conversations with teachers about what they liked, and what some of their
apprehensions were in relation to the evaluation activities. These insights were helpful to the
program design teams who were planning the next stages in the study. All these measures
enabled me to work collaboratively with the research teams so that we could learn from each

other’s experience, avoid any overlaps, and build on the findings constructively.

3.8 Concluding remarks

In this chapter, I presented the overall research design, the philosophical paradigm adopted and
the methodology of the study. With the objective of exploring teachers' perspectives on
interactions with parents and assessing the potential for collaboration between schools and
families, a social constructivist approach was adopted. Such an approach allowed for an
exploration of the ways in which teachers construct meaning through their interactions with
parents, which helped in providing insights into the nature of their relationship with parents
and potential areas for improvement. Within this, [ used multiple case study design to interview

the teachers across six schools. In addition to these, I provided a detailed roadmap for the
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research methods employed, data analysis technique used, challenges faced in collecting data
and limitations of the research design. In order to enhance the transparency and credibility of
the study, I provided detailed information on the measures taken to ensure that the research is
conducted in a rigorous and ethically responsible manner. In the next chapter, I present an
overall context of the setting of the schools that will be helpful in understanding the specific
environment in which the research took place and help in gaining a better grasp of the physical

and logistical context in which the study was conducted.
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Chapter 4. Understanding the context and case study setting: Schools, Villages and
Households

4.1 Introduction

This chapter aims to provide a description of the villages where the sample case study schools
are located. Given the focus of this thesis on teachers’ interactions with parents who live in
area surrounding the school, it is relevant to have some understanding of what these villages
and schools look like. It is also important to understand the type of work opportunities available

and the overall educational scenario in these villages.

Taken together, this overview of the villages and schools helps in understanding the research
context and the unique characteristics of the location and its educational scenario. Such a
description also helps situate the sampled case study schools within the environment in which
they are located and can assist readers in better determining the extent to which the findings
may be applicable to other settings. I will begin with a brief overview of the educational context
in the state of Uttar Pradesh. Then, I will proceed to describe the specific locations within

Sitapur that are relevant to the case study schools in the sample.

4.2 Understanding the context of Uttar Pradesh

Uttar Pradesh (UP) is situated in the north of India, and is one of the country’s most populous
states, with approximately 200 million inhabitants. According to Census 2011, Uttar Pradesh
has the largest rural population in the country (Census, 2011). The state has been classified as
one of the ‘lagging states of India’ (World Bank, 2010). In terms of primary education, UP is
regarded as one of the lowest performing states in terms of primary school outcomes (ASER,
2019). While the ASER?! results from 2016 to 2018 have shown improvements in early-grade
learning outcomes, the average performance of the children in the state in 2018 reflects serious
learning deficits among primary school children. About 50% of children in class 5 were unable

to read a text that was appropriate for class 2 in UP (ASER, 2019).

31 ASER here refers to the Annual Status of Education Report. The report presents state-wise data for learning
levels of children aged 6-14 years living in rural locations in India assessed through administering a simple
assessment tool focused on foundational arithmetic and reading skills of enrolled as well as out-of-school children.

Starting 2005, ASER report has shown a decline in learning outcomes of the children.
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Schools in UP vary according to levels, the type of management, and the medium of instruction.
Based on level, there are primary (from standard 1 to standard 5), upper primary (from std 6 to
std. 8), secondary (standard 9 and standard 10) and senior secondary schools (standard 11 and
standard 12). There are three major categories of schools in the state based on the type of
management: 1) ‘government-run schools’ that provide free education for children up to the
age of 14; 2) ‘private-aided schools’ that are supported financially by the government but
managed privately charging a nominal fee, and required to follow the rules set by government;
and 3) ‘fee-charging private schools’ that are owned and managed privately. It is often the case
that children belonging to socially marginalised families and girls attend government schools
while those from wealthier households attend private schools (Ramachandran, 2004;

Bhattacharjea, Wadhwa & Banerji, 2011).

The drive towards achieving universal access to elementary education has led to the opening
of more schools, and the recruitment of staff teachers based on the pupil teacher ratio (PTR),
in accordance with the RTE Act. In order for the state to ensure a regular supply of teachers,
they had recruited contract teachers. In general, there are three types of teachers in government
schools: 1) regular teachers; 2) head teachers - both of which categories are on fixed salaries;
and 3) contract teachers (also known as para teachers or shiksha karmis)*2. Contract teachers
are hired from the local community, paid 1/3™ of the salary of regular teachers, and are not
entitled to the same benefits. The practice of hiring contract teachers has been the subject of
much debate (Muralidharan & Sundararaman 2013, Goyal & Pandey 2010 and Atherton &
Kingdon 2010) in relation to de-professionalising the teacher cadre. On the one hand, these are
teachers with lower qualifications, but on the other, they are potentially building accountability
by hiring teachers from the community and on contract. Uttar Pradesh witnessed a gradual
phasing out of contract teachers wherein contract teachers were decided to be regularised
(Ramachandran et al., 2016). However, in 2017, this decision was revoked, and those that had
been regularised, were reinstated as contract teachers in the state**. This in turn, led to protests

from para teacher unions in the state.

32 It was observed during the fieldwork that the newly established schools did not have para teachers.
33 Scroll (2017). In Uttar Pradesh’s botched effort at regularising contract teachers, a lesson for other states. CBGA
India. Available at https://www.cbgaindia.org/inthe-media/uttar-pradeshs-botched-effort-regularising-contract-

teachers-lesson-states/
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4.3 Understanding the context of Sitapur and case study sites

Sitapur is one of the eight most populous districts within UP and is situated 89kms from
Lucknow, the state capital. According to the 2011 Census, about 88% of the population in
Sitapur lives in rural areas. Figure 11 shows the location of the district within the state of Uttar
Pradesh. Sitapur has a total of 19 blocks®**. As I mentioned in the methodology chapter, these
schools are located in three blocks within the district of Sitapur in Uttar Pradesh. The larger
evaluation study was conducted in 16 blocks and the case study schools for this thesis were
located in 3 blocks. I have explained the criteria for selection of these schools in methodology
chapter (section 3.4.2) which described that one of the criteria for shortlisting the schools
included the distance of the blocks in which they were situated from the main city. For example,
schools in blocks that were difficult to reach due to lack of transport were excluded from the
sampling done for this thesis. In general, all three blocks have good connectivity in terms of
road networks, and I was able to access the blocks using state transport and shared private
transportation. The state transport included local buses run by the state government. These run
at fixed timings from a main area identified within the block. Private transportation includes
private—run buses that charge money. These buses either run on short, fixed routes within the
block or sometimes, without any fixed schedule between the blocks. During my fieldwork, I
observed that the reliability of these buses was questionable in terms of their timings. Private
transport also includes shared taxis for long distance travel or shared three wheelers and

rickshaws to cover shorter distances ranging from 2 to 6 kms.

34 A block refers to a geographical administrative unit that is one level below the district. The state of Uttar Pradesh
is divided into multiple districts and each district is further divided into several blocks. A block consists of several
villages and is headed by a block development officer. The block serves as an administrative unit where various
government functionaries like agriculture, education, health, rural development coordinates their activities to

deliver services (Datta & Sodhi, 2021; Pal, 2004).
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Figure 11: Representation of case study locations on map of India
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4.3.1 Sources of information for description of the case study setting
There are three sources through which I obtained information about these villages and the

schools to present a description of the locations in this chapter.

The first source of information is based on data collected by the qualitative research team at
the ASER Centre*> who prepared a detailed description of each village (appendix E), by
collecting information from the community members living in the village, through
participatory structured conversations. These summaries include information on 1) the
population of the village 2) how the households are divided; 3) the facilities and services in the
village; 4) what most children in the village do; 5) their education levels; and 6) occupation of

most adults in the village. This information is available for four villages surrounding the four

35 The evaluation study also involved a qualitative sub study that was designed by focusing on the schools and
communities. I focused on school and teachers, the research team at ASER Centre (Akanksha Pandey, Ankita Jha,
Poorva Shekher and Purnima Ramanujan) led the community side of the qualitative sub study. The schools I chose
were located in the same villages as the focus of the teams at ASER. They collected the village information details

by speaking to people in the village.
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schools sampled for this thesis*®. T use this information to provide short summaries of each of
the village in which case study schools are located. By providing this information, the thesis
creates a broader understanding of the communities from where the children come from and

attend the case study schools.

The second source is the various survey data collected as a part of the evaluation study. These
included village information survey?’, household information survey*® and school information
survey*’. I use these surveys to describe information specifically for the case study schools, the
villages in which these schools are located and household information of the parents who send

their children to these case study schools.

The third source of information is for the remaining two schools that were only included in this
thesis and not in the larger evaluation project. For these, I use my own observations and

interaction with teachers to describe the villages surrounding them.

4.3.2 Village Description: Qualitative study

In this section, I present the summaries (Source 1) of the 4 villages collected as a part of the
qualitative sub-study that focused on community members. Detailed village descriptions were
prepared by the teams by following a participatory approach where community members were
asked a set of questions to know more about the infrastructure facilities and educational
provisioning and occupational status of people living in the village. These descriptions related
to the accessibility of the village in terms of mode of transport that needs to be taken from the
main Sitapur city, the size of the village, the educational scenario and income generating
activities for most people in the village. I used these detailed descriptions to create summaries

of each village. Figure 12 below shows the maps of the villages prepared by the teams

36 These 4 villages can be mapped onto 4 schools in my sample. However, | had added 2 schools at later stage in
my fieldwork. Similar information for villages surrounding these schools is not available since these were not a
part of the qualitative sub-study focused on community members.

37 Village Information Survey included questions related to basic facilities and infrastructure such as road,
electricity, post office, medical centre, other shops.

38 Household information Survey included caregivers’ demographic information, educational status, perception
and involvement in children’s learning, visits to the school and awareness about SMCs.

39 School Information Survey included information on appointment and attendance of teachers, list of all teachers,

school monitoring and support related information, school infrastructure and facilities.
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conducting the on-ground evaluation. These maps provide an idea of how each village is spread
and within these yellow highlighted parts indicate where the case study school is located in the

village.

Figure 12: The hand drawn maps of the villages where case study schools are located

Village 1. School 1 (Block 1)

Accessibility and division of village

The village is located about 7-8kms from Sitapur city. While this village is well connected by
road, there is no direct, regular public transport link available. Shared three wheelers are
available up to a point, and beyond that, one needs to walk for about 1km to reach the village.
Depending on the mode of transport used, it can take between 15 minutes to about 40 minutes
to reach this village. The government primary school (School 1 in my sample) is situated about

500 metres from the entrance to the village.
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There are around 150 households in the village. This village is not divided based on caste*® but
there are two dominant groups who live here - the Scheduled Castes (SCs) and Other Backward
Castes (OBCs). SCs are larger in number and are further divided into three categories: Passi,

Chamaar, Raidas.

Facilities in the village

The village has a post office, public distribution system (PDS)*! outlet and a private clinic. For
other facilities such as a bank, an ATM, or a private hospital, people need to travel to
Naipalapur which is about 3-4kms away. There is only one government primary school in the
village (School 1 in my sample). I know from my own observations within this school, that
there is a dedicated building as a pre-school centre but this was non-functional on most days
of my visit. While there are no private schools within the village, several private schools are
situated on the main road, outside the village. The nearest private school is about 1.5kms from

the village and there is one government secondary school in a nearby village.

Education levels and income generation activities: adults and children

Most men in this village have completed primary education (standard 5), while others are
uneducated. While women have either never been enrolled in a school or some of them have
attained primary education. Most children are enrolled in the government primary school
situated within the same village. Very few children attended the pre-primary centre attached to
the school regularly. After completing primary school, children either go to the government

middle school or a private school in Sitapur city located about 7-8kms from the village.

Almost all children in the village usually complete education till standard 8. After that,

especially for the girls, if the family owns a bicycle, the girl is sent to study in a private school

40 A section of Indian society was denied certain basic rights due to which they have remained economically,
socially and educationally disadvantaged. These were called the Scheduled Castes (SC) and Schedule Tribes (ST).
The Indian constitution provides special provisions for this category of population to guarantee them the minimum
rights. It was considered the duty of the states to promote educational and economic interests of these weaker
sections to protect them from exploitation and injustice. Another category of socially disadvantaged groups was
created later in 1979 through Mandal Commission. These are termed as Other Backward Classes (OBC).

41 The PDS is a government-run food distribution scheme that distributes food grains at an affordable price to
tackle the problem of food security in India through outlets. To get the benefits, a family needs to show a ‘ration

card’ which proves their below poverty live (BPL) status.
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or a government secondary school in Sitapur. However, this is rare. Most boys are sent
thereafter to government-middle school. There are multiple higher education facilities within
2kms of the village, but parents prefer to send their children to the government and private

colleges in Sitapur city.

Agriculture is the main source of income for the households in this village. Women and young
girls were also seen embroidering clothes which is also an income generating activity. A few
artisans were involved in carpet-weaving. Families who have their own grocery shops — known
as kirana shops - are often supported by their children who work in the shops in the evening.
The village has short term outbound migration where young males and sometimes entire
families migrate to cities in search of work in factories and jobs round the year and return in 2-

3 months.

Village 2. School 2 (Block 1)

Accessibility

This village is located about 9-10kms from Sitapur city and is well connected by road as well
as accessible using a shared e-rickshaw or a three-wheeler. It takes about 30 minutes to reach
this village. There are no buses running from the city to this village. The government primary

school is situated at the entrance to the village.

There are around 30-40 households in the village. The village is organised based on caste. The
first few households at the entrance of the village belong to the Passi community, which are
considered to be Scheduled Tribes. The rest belong to the Chamaar community, known as
Scheduled Castes. Within the latter community, the more affluent households live within the
village, while the rest live on the periphery. In general, women in the village do not go out of
the house much due to safety issues related to rampant problem of alcoholism among men in

this village.

Facilities in the village

This village lacks facilities such as a post office, public distribution system shops and any
healthcare services. For even basic healthcare, people have to travel about 4-5kms to the
community health centre of the block. Apart from a few grocery shops, the village has a
stationery store. The village had one government primary school here, which forms School 2

in my sample. Through my own observations, I was able to confirm the presence of a pre-
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school facility here, although it did not hold classes regularly. In addition to this, there was a
private school in the village from pre-primary to standard 12. A few families sending their
children to private school outside the village, expressed dissatisfaction with the quality of

education in these private schools.

Education levels and income generation activities: adults and children

Most men have completed primary education till 5th, others remain uneducated. Women have
either never been enrolled in school or have attended primary schools for a few years. There is
a government primary school in this village, in which most local children, as well as those from
an adjoining village are enrolled. Older children go to the government middle school (Standard
6 to 8) about 3kms away and some families send their children to private senior secondary
schools (up to standard 12) situated about 4-5kms away. Girls in the village usually complete
their education till standard 8. Most are unable to study further due to safety issues and sexual
molestation caused due to rampant alcoholism in the village. Outward migration is common,
with young men moving to cities to work in factories. Most boys in the village drop out after
class 8, and look for daily wage jobs in Sitapur. Very few children in the village were pursuing

higher education.
The primary income-generating activity for men is agricultural or manual labor or working in
a shop locally or in Sitapur. Men from the Passi community were observed sitting idle, and

they earn mostly by selling alcohol.

Village 3. School 3 (Block 2)

Accessibility

This village is situated around 22kms from Sitapur, and has a concrete road leading to the
village. There are state transport buses from Sitapur city to this block’s centre, although the
service can be erratic at times. From there, one has to take an e-rickshaw to cover a distance of
about 6kms to reach the village. There are no direct buses to reach the village, and the travel

time from Sitapur is usually between 1.5-2 hours.

The village is comprised of a mixed caste population. Caste-based divisions are visible where
the lower caste families reside at the periphery of the village. This village also has Muslim
households, and they get together with the Hindu residents twice a year for common

celebrations.
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Facilities in the village

The nearest post office and the nearest bank is about 6 kms away from the village. Within the
village, there are two government schools in proximity to each other. One is a primary school
- this is School 3 in my sample - and the other is an upper primary school (standard 6 to standard
8). Most children in the village attend these two schools. There are no private schools in the
village, but there is one private school about 2kms from the village. The village has several
small shops and some families run their own small food shop within the village. The public

distribution system (PDS) outlet has been non-functional for a long time.

Education levels and income generation activities: adults and children

Most men have completed secondary education while most females have been educated up to
primary school or lower. An increasing number of youth are seen enrolled in senior secondary
schools. The government primary and upper primary schools account for almost all of the
student enrolments. A few children from the village attend the private school for senior
secondary education in the main block, which is about 6-7kms from the village. Affluent
households send their children to the private school. Girls from the Muslim households are
usually educated up to Grade 8 as it is not considered useful for them to study further. For
Hindu households, the girls are sent to the private school and encouraged to study beyond
standard 8" as well. Most boys in the village engage in income-generating activities
immediately after school finishes. Boys usually complete their senior secondary education
from schools in the main block. A small number of youth (including girls) in the village also

attend undergraduate colleges in Sitapur city.
Primary income-generating activities for adults include manual (non-agricultural) and
agricultural labour. There is outbound migration to cities to search for jobs in factories. A

majority of the women do not participate in any income-generating activity.

Village 4. School 4 (Block 3)

Accessibility

This village is situated around 26kms from Sitapur town, and is well connected by road. From
Sitapur city to the block main area, there is a state transport bus. From the main area of the
block, the village is about 12kms away, and private buses run regularly on this route. The
village is about 1km from the nearest bus stop and it takes a total of 2 hours to reach the village

from Sitapur city.
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There are about 100 households in the village divided on the basis of religion, with one section
consisting of Hindu households, and the other, consisting of Muslim households. No

interaction occurs between the two communities.

Facilities in the village

There is one family healthcare centre in this village which functions at times. A famous
ayurvedic clinic that specialises in treatments for bone fractures is located here. The village has
a few grocery (kirana) shops. There is one government primary school in the village (School 4
in my sample). There is a government upper secondary school as well in the nearby village.

There are a few secondary level private schools around 2-5kms away from the village.

Education levels and income generation activities: adults and children

Most men in the Hindu settlement of the village have completed secondary education while
most females have attained primary education, with a few having progressed to higher
secondary education. The education levels of adults in the Muslim settlement is lower than the
ones in Hindu settlement. Most children belonging to lower affluent households go to the
government primary school in the village, and later to the government upper primary school in
the nearby village (Village 5). Children belonging to more affluent households attend private
schools outside the village (situated about 4-5kms away). Most children from the Hindu
settlement attend private schools, while those from the Muslim settlement attend government
schools. Children from the Muslim settlement also attend Madarsas*?, and thus their attendance
at government schools can be irregular. Most girls from the Muslim settlement drop out of
formal schooling after standard 5, but continue to go to the Madarsa. Girls in the Hindu
settlement study in private schools till standard 10, and as there are no colleges in, or close to
the village, they usually do not study further. Most boys in the village drop out of school after
standard 10, and engage in income-generating activities such as working on farms. A few boys

pursue under graduate courses in another district or the nearby block which is about 9kms

42 Madarsas are religious education institutes especially for Islamic religious instruction. These have been a subject
of debate for a long time in Uttar Pradesh state. Recently, in view to promote education in Madarsas, Uttar Pradesh
Board of Madarsa Education has affiliated 100 new madarsas in the state and there has been a push towards
improving the quality of education in these institutes by imparting education in English, Computer and Hindi as

well.
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away. Most boys from the Muslim settlement drop out after class 8§ although a few complete

standard 10.

Primary income generating activities include agricultural labour, manual labour in the brick
kiln labour, and informal jobs in nearby shops. Along with household chores, women are also
engaged in cattle rearing. Some young females in the Hindu settlement engage in embroidery
to earn a living, while some from the Muslim settlement engage in rope weaving. There is
outbound migration to Sitapur, Lucknow, and other nearby cities, where men are away for 2-3

months or even longer, depending on the work.

Village 5. School 5 (Block 3)

Accessibility

This village is situated close to village 4 and the two villages belong to the same Gram
Panchayat®. It is around 26kms from Sitapur and 12kms from block headquarters, and is well
connected by road. There is a state transport bus from the city to the central area of the block
in which the school is located. Regular private bus services operate from this central area to

250 metres of the village.

Facilities in the school
Detailed information about households and facilities is not available for this village since it
was not a part of the sample for qualitative sub-study focusing on community. However, being

situated close to village 4, the facilities nearby village 4 are common to this village as well.

Since I visited the government primary school which formed a part of my sample, I use my
own observations from these visits to the school as well as through my conversations with the
teacher to describe some facilities in the village. There is one government primary school
(School 5 in my sample), one government upper primary school (Std 6-8) and two private
schools; primary and senior secondary within the village. The government primary school is
attached to an upper primary school although they each have separate classrooms. There is only

a male head teacher for the upper primary school.

43 Gram Panchayat is a term used to denote the basic governing institute in Indian villages at the grassroots level.

It usually comprises of five villages, located close to each other.
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Village 6. School 6 (Block 2)

Accessibility

This village is situated very close to Village 3. It falls under the same Gram Panchayat as
village 3 and is located around 22kms from Sitapur city. The village is well connected by road.
From Sitapur town to the block central area, there is a state transport bus. The bus service is
erratic at times. From there, one has to take local rickshaws to cover a distance of about 8kms
to reach the village. Located about 1km away from Village 3, it takes approximately 1.5-2

hours to reach this village from Sitapur.

Facilities in the village

Detailed information about households and facilities is not available for this village since it
was not a part of the sample for qualitative sub-study focusing on community. However, being
situated close to village 3, the post office, bank and clinic facilities described around village 3

are common to this village as well.

Since I visited the government primary school (School 3), I use my own observations from
these visits to the school to provide an overview of the village. There is one government
primary school in this village. This is School 6 in my sample - which is situated towards the
opposite end of the village entrance, and is run by two male regular teachers. Most adults in
the village are involved in agriculture. Children in the village attend the secondary school (Std

6 to std 8) in the neighbouring village 3.

4.3.3 Description of case study schools and their corresponding village and household
information: Survey data

In this section, I provide a description of the six villages where the six case study schools in
this thesis are located. In addition to this, I also provide information on these case study schools
and households of children studying in these schools. These are based on the questions asked
as a part of various surveys administered in September 2018** as a part of the larger evaluation
study. The complete surveys are provided in the Appendix E. The purpose of this information

is to establish the research setting in which the case study schools are located as well as

44 This data was collected as a part of the baseline data collection for the evaluation study. These surveys were
collectively designed by teams at REAL Centre, ASER Centre and myself. These surveys were translated into
Hindi. The enumerators were hired and trained by ASER Centre for collecting this data over the period of three

months. I was present in the training conducted for these surveys in September 2018.
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demonstrate the similarities across these case study settings. The descriptions show that these
villages, schools and households were similar in terms of infrastructure, resources and distance

from the city.

Table 6 provides an overview of the basic facilities such as infrastructure, access to services
and educational facilities in the villages where case study schools were located. A look at the
table shows that Village 1 seems to be have a comparative advantage in terms of having a post
office. In addition, the village also has a government-run Public Distribution System (PDS)
shop. The presence of a government PDS shop in a village indicates that the village has access
to essential food supplies and basic commodities at subsidised rates. The PDS is a government-
run system in India that aims to provide food and other essential items to eligible households
at affordable prices. The existence of a government PDS shop in village 1 suggests that the
government has established infrastructure and systems to ensure the availability and
distribution of essential supplies to the households. It indicates that the village is part of the
government's efforts to address food security and welfare measures for its inhabitants. Village
4 and 6 are at an advantage since they have access to primary healthcare services within their
vicinity, which can be beneficial for the community members, including the school-going

children.

The table also provides some information about the case study schools. It highlights year of
establishment of these schools. The three schools are relatively newly opened (after 2011).
These schools did not have any para teachers assigned, given that the policy to hire these
teachers was curtailed in 2011 by the government of UP. All schools have a Hindi as a medium
of instruction. All schools claimed that they had conducted a school management committee
(SMC) meeting last month indicating that there might be some form of communication
occurring between teachers and parents. The table also summarises the basic infrastructure in
the sample schools. These reflect the physical working conditions of the teachers, which are
similar across the six schools. While five of the six villages had a concrete road, only two
schools were accessible by road. Often, the teachers teaching in these schools do not live in the
village and having a concrete road indicates ease of access for these teachers to reach these
schools. Similarly, while all the villages had an electricity connection, five of the six schools
did not have any electricity in the school. Two schools did not even have a toilet facility within
the school. This can have implications on the overall school environment and can help in

understanding the contextual factors that may shape teachers’ perspectives on interactions with
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the parents. Additionally, the table points to the incidence of multi-grade teaching for grades
2,3 and 4 in all the case study schools. This presence of multi-grade teaching suggests that the
case study schools face certain challenges in terms of teacher-student ratios. It indicates that
teachers in these schools have to handle the task of addressing the diverse needs and learning
levels of students from different grades simultaneously. The incidence of multigrade teaching
highlight the circumstances of teachers in rural India which can potentially impact the time and
effort required to communicate with the parents of these children. A number of studies have
acknowledged that often teachers teaching in rural schools in India face key challenges such
as high pupil teacher ratios, insufficient learning resources like textbooks, stationery, and lack
of school infrastructure as well (Sinha, Banerji & Wadhwa, 2016; Kundu, 2019; Bawane, 2021;
Sarangapani & Pappu, 2021).

Next, there is information related to the households in villages where the case study schools
are located. This information is available only for 30 households in each village. These
households are of children who were sampled for the larger evaluation study. I included
information that indicated communication between these families and the schools in the
sample. It is surprising that in all these villages, more than 50% could not name at least one
teacher in the school where their child studied. While teachers state they conducted SMC
meetings within the last month, more than 50% of the parents reported that they did not know
about the SMC. This information is indicative of the low level of communication existing
between the teachers and parents across the locations. This is despite the fact that all schools
claim to have conducted SMC meetings last month. One explanation of this could be that the
parents in these households are not members of the SMC and hence, do not know much about
the school or the teachers. This could also be corroborated by the fact that despite schools
claiming to conduct SMC last month, more than 50% of people in villages were not aware

about what SMC is.
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Table 6: Description of village, schools and households from the survey data

Village 1 | Village2 | Village3 | Village 4 Village 5 | Village 6

Parameters (S1) (S2) (S3) (S4) (S5) (S6)

Village Information

Concrete road

. ) Y Y N Y Y Y

leading to village
Electrlc%ty v v v v v v
connection
Post office Y N N N N N
Bank N N N N N N
Government

: Y N Y N N N
ration shop/PDS
Government
primary healthcare N N N Y N Y
centre
Pr{va‘lte Health N N N N N N
Clinic
Computer Centre N N N N N N

or Internet café

Private School N Y N Y Y N

School Information

Concrete road

leading to school Y N N N N Y
Year of school 1965 2012 1964 2012 i 2013
establishment

Medium of

instruction - Hindi Y Y Y Y Y Y
SMC meeting

conducted last Y Y Y Y Y Y
month

Textbooks

available for Std Y Y Y Y Y Y
2,3,4

Timetable

available Y N Y Y N Y
Storybooks Y N N Y Y N
Midday meal Y Y Y Y Y Y
Boundary wall Y Y Y Y Y Y
Drinking water Y Y Y Y Y Y
Electricity Y N N N N N
Toilets Y Y N Y N Y
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Village 1 | Village2 | Village3 | Village 4 Village 5 | Village 6

P t
arameters S1) (S2) (S3) (S4) (S5) (S6)
Incidence of
multigrade v N Y Y Y Y

teaching observed
(For grades 2,3.,4)

Household Information**

More than 50%
did not visit the
school in the
current year

More than 50% do
not know at least 1 Y Y Y Y Y
teacher's name

More than 50% do
not know about Y Y Y Y Y Y
SMC

More than 50%
report the school Y N Y Y N Y
call them regularly

**Information available for only those households whose children were sampled for the evaluation study (N=30 from each school).

The grey shaded areas imply the information is not available from the surveys. Y denotes ‘Yes’ and N denotes ‘No’. “S” denotes School.
Source: Village information survey, school information survey, household information survey data collected by enumerators as a part of the
larger evaluation study.

4.4 Concluding remarks

In this chapter, I have provided a comprehensive description of the villages in which the case
study schools are situated. The main objective was to gain a deeper understanding of the
research context and the unique characteristics of the location and its educational scenario. In
order to provide a comprehensive description of the villages, I utilized various sources of
information. The village summaries provided rich insights into the social, cultural, and
economic aspects of the villages, allowing for a deeper understanding of the children’s lives
who attend the case study schools. The survey data provided information on various aspects,
including the characteristics of the villages, schools and households which showed the
similarities across the four case study sites. Overall, this chapter has contributed to a more
nuanced understanding of the research context and provided a backdrop for understanding the
specific settings and communities in which this research on teacher parent interactions is
conducted. The subsequent chapters are analytical chapters where I address the three research

questions posed in the thesis.
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Chapter 5. The perspectives of teachers on opportunities to interact with parents:

Understanding the dynamics of the relationship between teachers and parents.

5.1 Introduction

The literature review chapter pointed to limited evidence on understanding the teacher-parent
relationship within social accountability and a lack of focus on teachers’ perspectives. In this
chapter, I answer the first research question, What are teachers’ perspectives on the
opportunities they have to interact with the parents?” The purpose of this research question
is to understand how teachers perceive opportunities for interaction and how they use these
opportunities. The objective is to understand if these help to build a positive collaborative
relationship between teachers and parents. To fulfil this objective, I asked the teachers about
their familiarity with the people in the village and the formal meetings conducted in the school.
The responses revealed varied opportunities of interactions that the three types of teachers
interviewed (head teacher, regular teacher and para teacher) had with the parents of children
they teach. Additionally, the responses also revealed the reasons for which these interactions
are undertaken by the teachers. Additionally, the perspectives of teachers also indicated some

of the underlying factors that determined how they used the opportunities of interactions.

While the various opportunities of interactions stated by teachers reveal their perspectives
about them, examining the reasons for interactions helps uncover the specific modalities that
these interactions take. Teachers may have various reasons for initiating or participating in
interactions, such as sharing student progress, addressing concerns or challenges, seeking
parental support, fostering collaboration and promoting parental involvement in their children's
education. Understanding these reasons can provide insights into the dynamics that shape the
teacher-parent relationships. In addition, the factors affecting the forms of interaction can help
identify contextual elements that either hinder or facilitate the development of a collaborative
relationship. Combined, the opportunities, the reasons and the factors affecting interactions
between teachers and parents can help in understanding the overall dynamics between teachers

and parents.

In section 5.2, I discuss the various opportunities of interaction between teachers and parents.

In this section, I also describe the various reasons for which interactions are undertaken by the
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teachers. Since the analysis combines teachers’ perspectives on the opportunities of
interactions and the specific modalities of these interactions, I refer to these as the forms of
interactions. These forms of interactions refers to the specific methods or channels through
which teachers and parents engage with each other during those opportunities. In section 5.3,
I describe the factors that are likely to influence these interactions. In 5.4, I present the

concluding remarks which summarises the findings.

5.2 Forms of interactions between teachers and parents

The teachers interviewed were asked about their level of familiarity with the people in the
village and the purposes for which they interacted with them*. The discussions about teachers'
familiarity with the villagers revealed the various opportunities they have to interact with the
parents*®. Additionally, some teachers mentioned the 'Pradhan,' the village head responsible

for overseeing school operations such as mid-day meals and major repairs*’.

All seventeen teachers I interviewed had met the parents of the children they taught at least
once. Further investigation into how these teachers knew the parents unveiled the different
ways in which teachers interacted with them. These interactions can be broadly classified into
three categories, which form the basis of analysis in this section:

1. System-mandated interactions

2. Self-driven interactions

3. Interactions initiated by parents

In addition to the responses provided above, there were several instances where the teachers'
statements indicated the specific forms of interaction they engaged in with parents. Throughout
the interview transcripts, I coded and classified these forms of interaction under the
aforementioned three categories. It's important to note that these categories are not mutually

exclusive; a teacher may describe interactions falling under both system-mandated interactions

45 Q4 in the semi-structured teacher interview guide (See Appendix A).

46 Parents here refer to those whose children are studying in the school in which the teacher teaches.

47 The head of the village is also called ‘Sarpanch’ or ‘Pradhan’ in Hindi. This person is an elected head of a
village-level statutory institution of local self-government called ‘Panchayat’. He is responsible for ensuring
provisioning of mid-day meals and overseeing the functioning of the government schools in the villages of which

he is the assigned head.
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and self-driven interactions. For example: A teacher stating carrying out meetings in the school
as well as going and visiting parents in the village to call them for meetings was included in

both ‘system-mandated’ and ‘self-driven’ interactions.

5.2.1 System-mandated interactions

System-mandated interactions referred to those interactions that were undertaken because they
had been instituted by government legislation. In general, teachers in government schools in
India are required to undertake certain forms of interactions. Of these are interactions
conducted within the school management committee (SMC). The RTE Act in India mandates
all government, private-aided schools to have an SMC, which is composed primarily of
teachers, parents, and elected members of community and is responsible for monitoring school
functioning and managing its finances. Three-fourths of the committee members must be
parents of children enrolled in the school, with 50% being women. One fourth members of the
committee should consist of an equal proportion of schoolteachers, local authorities, and
students (Gol, 2009). The constitution of the SMC was envisaged in Sections 21 and 22 of the
Right to Free and Compulsory Education Act (2009). These committees were established to
create a link between local communities and the schools to enhance the learning environment
for children. As part of this commitment under SSA, the members were also supposed to be
trained in several aspects of their roles and responsibilities. The roles and functions of the
committee include: (a) monitoring the overall working of the school; (b) preparing and
recommending a school development plan; and (c) monitoring the utilisation of grants received

from the appropriate government authorities (Gol, 2009; Singh, 2011)

In addition to this, the RTE Act also prescribes teachers to conduct meetings with parents
(parent-teacher meeting or PTM) to discuss issues relating to their child, such as their
educational progress and their attendance (Gol, 2009). However, it is only recently, that the
government of Uttar Pradesh has made it compulsory for all government schools to hold such
meetings.*® Government schools in India are also required to hold cultural events, for example,
to celebrate national holidays such as Independence Day and Republic Day, to which parents,
the village head and other community members are invited (Davis et al., 2019). While the

schools often receive official circular for conducting such events, the RTE Act remains silent

“ NDTV Education (January 1, 2020): “UP Government Schools to Start Parent-Teacher Meetings (PTM)”.

https://www.ndtv.com/education/up-government-schools-to-start-parent-teacher-meetings-2157145.
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on these events. In general, teachers in government schools are required to undertake these
system-mandated interactions as a part of their official roles and responsibilities and are even

required to keep records of these for higher administrative authorities.

The interviews with the teachers revealed the ways in which teachers interacted with the
parents within the category of system-mandated interactions. While a few teachers mentioned
inviting parents and the head of the village for cultural events such as celebration of Republic
Day and Independence Days, it is not clear if these were mandated by the system or not. Given
my own knowledge about functioning of government schools in rural India as well evidence
from a study on MCD schools in New Delhi (Davis et al., 2019), I assumed that these were
system-mandated interactions. Such interactions accounted for the most prevalent form of
interactions that teachers stated in their interview. A small number of teachers in the sample
described calling parents and head of the village (Pradhan) to cultural events such as the

Republic Day and Independence Day celebrations in the school.

School 4, Ankit (Head teacher, M): “Pradhan is called for cultural events in the
school. For other meetings, parents are called, but they are usually busy in

’

household work, so very few can come.’

School 5, Ameera Khan (Head teacher, F): “I know the pradhan [head of the
village]. In my initial days in the school, he used to help with the mid-day meals in
the school. He used to attend the events such as 15" August [Independence Day] and
26 January [Republic Day] or used to send some of his people to the school on these

’

occasions.’

Several implications arise from the provided excerpts. First, the cultural events offer teachers
an opportunity to bring parents and community members together. However, the focus of
teachers seems to primarily be on inviting and informing rather than discussing the event's
agenda with the parents. The mention of parents' busy schedules and limited attendance at
meetings suggests challenges in engaging them in school-related activities. Consequently, the
scope for communication and collaboration between teachers and parents appears limited, with

specific tasks allocated to individuals such as the Pradhan. This allocation restricts
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opportunities for teachers to interact with parents and may hinder the development of a

collaborative relationship.

Moving further on, teachers in most cases, discussed the SMC meetings, and only occasionally
mentioned parent-teacher meetings while stating their discussions with the parents. They used
the term ‘meetings’ for both SMC meetings as well PTM. Discussions about SMCs revealed
that they were designated to take place on a fixed day every month, and teachers were expected

to take a photograph of themselves with the other attendees.

A few excerpts from my interviews show that government legislation is the main driver behind
these interactions, i.e., they are things that ‘need to be done’. These excerpts point to the

compliance nature of these forms of interactions.

School 1, Suresh (Regular teacher, M): “...Yes, meetings are conducted, but mostly
as a formality. Sometimes like the SMC head who has the main responsibility is called,

he comes and signs..."”

School 4, Gaurav (Regular teacher, M): “SMC meeting occurs on first Wednesday
of every month. This day is fixed by the authorities. The day of the meeting, we tell
parents to come, wait for them and when approximately 8-9 people come, we conduct
the meeting. But usually, only ladies come that too after repeatedly going and calling

them. What can we do, we have to wait since this is something that has to be done.”

School 5, Ameera Khan (Head teacher, F): “...This is a compulsion, so we have to

do it. We meet parents and other people in the village in these meetings...."

(Field notes: February 24, 2020; Second visit to School 5)

The two para teachers talked to me separately and mentioned how the head teacher is
a Muslim and it is best that she stays away from any controversies in the village since
people in the village make up stories [“baate banate hain’]. They mentioned that only
1-2 people come for the meetings and there is unsaid communication between the
staff that it is ok till the time the head comes and signs for the meetings.
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School 5, Ramlal (Para teacher, M): “... We meet the parents so that there is some
communication which keep’s children’s attendance in check. I do this to keep my job.

If the children do not come to school, so what is going to happen to my job...""

Most teachers mentioned low levels of parental attendance in these meetings. The fact that they
had to put in extra working hours while waiting for at least some parents to turn up to meetings,
even led to disappointment for some teachers. While all committee members’ presence is
stipulated by the RTE Act (Gol, 2009), the statements of teachers reflect that teachers consider
it an official meeting even if the head of the SMC puts his signature or if a few parents attend

the meetings.

School 1, Dinesh (Head teacher, M): “If we call 15-20 people, about 4-5 of them turn

»»

up...

School 3, Rajesh (Head teacher, M): “The problem is that in SMC meeting, very few
people come and attend it. Only 3-4 people come and attend. The main person is the
head of the SMC. It is important to talk to that person. There is a purchase committee
also that takes care of the purchases made for the children. But the problem is only 1

or 2 people in these committees are active and are regularly present in the meetings.”

School 4, Ankit (Head teacher, M): “...on the day of the meeting, we have to tell
parents to come, we have to wait for them too... When around 10 people are there, we
conduct the meetings. Usually around 6-7 ladies turn up. Rest all males are busy in

their work...”

School 5, Ameera Khan (Head teacher, F): “When only 2-3 people come, we have
to go to the village, sometimes to the field to call parents. I ask the para teacher in the
school to call parents or inform them a day earlier. But still the parents do not come
and leave for work. I have to face a lot of problems because of this. I have to stay back

after the school, beg parents to please come to the meetings, explain them. It requires

49 Here, it is unclear whether the teacher met parents as a part of the SMC meeting or PTM.
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a lot of coordination. But upar wale log (the inspection officials) do not see all this.

We only have to manage these.”

School 6, Deepak (Regular teacher, M): “We do call parents. But they do not come
since they have too many tasks to be done. They think that if they come to school for

an hour, they will lose out on earning 50 rupees. So, they do not come.

The above excerpts suggest that teachers' interactions with parents during formal meetings
exhibit a compliance-driven orientation. This inference is derived from the following
observations: First, the teachers' disappointment and proactive measures taken to ensure
parental attendance underscore a strong emphasis on fulfilling attendance requirements. Their
expressed need to wait for parents and the challenges encountered when parental attendance is
lacking further reinforce this compliance-oriented perspective. Second, teachers perceive
formal meetings as official gatherings and consider the presence of the head of the SMC or
even a few parents as sufficient to meet the stipulated requirements, even in the face of low
attendance. This underscores a compliance-driven approach aimed at fulfilling formalities
rather than a purpose of building collaborative relationship. Lastly, the excerpts highlight
teachers' efforts in coordinating with parents, employing persuasive tactics to encourage
attendance, and managing logistical aspects of the meetings. These actions reflect a recognition
of the necessity to satisfy compliance-related expectations concerning parental involvement in

school activities.

In addition, the added responsibility of ensuring, and reporting on, parental attendance at these
meetings has also led to feelings of frustration. For example, Ameera Khan in School 5,
reported that she had been happier as a teacher, and although she had been promoted to head

teacher, she missed being connected to her students:

School 5, Ameera Khan (Head teacher, F): “See, meeting parents and all these
things are responsibility of the head, and not the duty of the regular teachers. Since
the time I have been promoted as a head teacher, I have to deal with so many people.
When [ was a teacher, the only thing I had to do was, be with children and there was

no need to interact with people. Any complaint from the teacher or officials, must be
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dealt by the head teacher. I was very happy being a regular teacher in this sense as [

used to get time with children, the one thing that I really liked doing...”

Although this was the only participant who discussed the changes in roles and responsibilities,
her experience shows how the responsibility of facilitating these interactions rested on the head

teacher and could sometimes demotivate them.

The reasons for interactions, within these mandatory meetings, are those related to general

‘quality of education’, child’s attendance and school functioning such as the mid-day meals.

School 6, Deepak (Regular teacher, M): “The gunwatta [education quality] is the
main discussion in SMC and PTM”.

School 5, Ramlal (Para teacher, M): “...how do we improve the education, parents
should send child regularly, that we are here to make them aware, rest is up to them.

’

These are the discussions in the meetings...’

School 5, Sangita (Para teacher, F): “...there are SMC meetings, the head of the
SMC comes once a month. If a child is not coming to school, if there is any other
problem like in terms of mid-day meal, there are so many problems that are discussed

’

in the meetings...’

School 5, Ameera Khan (Head teacher, F): “...like recently it was in the news that
a little girl got burns while the meal was being prepared. So, there were discussions
with parents around how we are ensuring their safety during the mid-day meal

)

preparations...’

These interactions also included discussions around activities that required utilisation of funds

made available by the government for school development.

School 4, Gaurav (Regular teacher, M): “...it all depends on what is the current

issue in the village. There are timings for everything. Like in July, the main issue will
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be related distributing uniforms for children- things like when will the uniform be
ready, when will parents receive it, who all will get it. Such things are discussed...
then there will be SMC meetings to also discuss that exams are approaching, so about

’

quality of education...’

The RTE Act also mentions within the roles and responsibilities of teachers that they need to
‘maintain regularity and punctuality (of students) in attending school’ (Gol, 2009). A few
teachers claim to occasionally visit the village to meet parents, if the student has been absent
from the school regularly, or more urgently, if the student has been absent on the day of an

€xam.

School 1, Ritu (Para teacher, F): “If children do not come then we have to go and
call them, we contact their parents. We go to their place and ask them to send the child

to school ...”

School 2, Rama (Head teacher, F): “In the month of April, when the admissions
begin, we have to go, there is no option. Otherwise, if there is something urgent, like
during exam time, when the child is not coming, we go... usually he [the male teacher

in the school] goes. But if he is not there and it is urgent, [ go”.

The reasons mentioned in the excerpts above offer valuable insights into the dynamics that
shape teacher-parent relationships. Firstly, teachers’ stated reasons of interactions around
education quality demonstrate that teachers view interactions with parents as an opportunity to
initiate discussions with them. Reasons related to the utilization of government funds and
ensuring safety during meal preparations highlight the significance of transparency and
accountability in teacher-parent relationships. By involving parents in these discussions,
teachers exhibit a commitment to open communication, trust, and shared responsibility.
Secondly, the reasons provided also indicate that teachers recognise the importance of parental
support and involvement in their children's education. By seeking parental support on topics
such as regular attendance, meal preparations, and school development, teachers demonstrate
an appreciation for the critical role parents play in fostering their children's educational journey.
However, these ways of communicating indicate more one-sided information sharing rather

than discussions and dialogue with the parents that could enable a collaborative relationship.
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5.2.2 Self-driven interactions

The second form of interactions that I identified are those that teachers initiated of their own
accord, without any compulsion from the system. Such interactions are usually undertaken
because teachers value the outcomes derived from them. These self-driven interactions
included those which the teacher undertook to develop a sense of connectedness with the
families, with the intention of getting to know them and the problems they faced. This included

references made by teachers to deepen their levels of familiarity with parents.

School 4, Ankit (Head teacher, M): “we meet and interact with parents, so that there

is jaan pehchaan [getting to know each other better]”

School 6, Deepak (Regular teacher, M): “... the more we meet, the more bonding we

will have. Parents will also understand that we treat their children as our children”

These included interactions in which the teacher sought to place emphasis on meeting parents

to discuss the problem of child’s overall learning and development.

School 1, Dinesh(Head teacher, M): “I try to find out the reason child is not able to
learn. In most cases, the reason is likely to be found within the family. So, contacting

’

the parents helps.’

School 1, Suresh (Regular teacher, M): “...we go and tell parents in the village and
enquire about the reason the child is not coming to the school and identify the problem.
Actually, there is only one problem that parents make their children work on farms or

’

make them take care of the younger siblings...’

School 3, Neha (Para teacher, F): “/ don’t meet them [parents] a lot. The purposes
are those related to education or health. There are a lot of children who are not regular
to the school, so I have to go and call them, meet their parents. This happens at least
5-6 times a month. Now when I go to call the children, sometimes parents mention that

the child is coughing or has a cold and a fever. So, I have to educate them a little about

the health of the child...”
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The importance of such forms of self-driven interactions is highlighted by one of the teachers,
who gave the example of a tree which had grown in the middle of the school and had to be

removed; but since this was done in consultation with parents, it faced no objections.

School 1, Dinesh(Head teacher, M): “...staying in touch with parents and asking for
their opinion helps avoid any conflict later. Parents and SMC members also think that

if they have together decided something, it is right...”

These self-driven interactions also included those that were undertaken out of a sense of social
obligation. In the interview, teachers were asked if they had been invited to any personal events
by people in the village, and if so, whether they had attended™’. The purpose of this question
was to understand if there is any communication between these two stakeholder groups, apart
from the formal mechanisms. Unsurprisingly, their responses varied based on the number of

years they had spent at the school and where they lived. For example:

School 6, Deepak (Regular teacher, M): “Till now, it has only been a year, but no
one has invited us for any personal event. But we have cordial relations with everyone.

However, it is not that kind of relationship where they start inviting us.”

School 3, Arun (Para teacher, M): “Yes, of course. I am from the village only.

Whenever someone calls, I always go”

Even the ones who did not live close to the village, mentioned going to these events. While
these teachers suited their convenience, they were committed to meet the people who invited
them. This reflected their willingness to maintain connectedness with the parents and the wider

community living in the village voluntarily.

School 3, Rajesh (Head teacher, M): “Yes [I go]. If I'm unable to go on the day of

’

the event, I go their place the next day to convey my wishes...’

505 in the semi-structured teacher interview Guide (Appendix A)
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School 4, Ankit (Head teacher, M): “If there are any personal events such as a
wedding, or if some parent is organising a function and I am called, I go. I even ask if

there is any work that I can help them with...”

While most teachers responded positively to this question, 2 of 17 teachers answered that they
did not engage with community members outside the school. In school 2, the head teacher
throughout her interview expressed her opinions about interactions being of no use. Given her
pre-conceived notions about the parents (who she thought are often ignorant) of children she
taught, she avoided attending any personal events she is invited to. However, in school 5, the
head teacher, although acknowledges that she should attend these events and engage with the

parents, lack of transport facilities at specific times did not allow her to do the same.

School 2, Rama (Head teacher, F): “No, we don’t go. The invite is sent but we do
not go. Is it necessary that since they have called, we are supposed to go? We do

not”

School 5, Ameera Khan (Head teacher, F): “the thing is I would like to go, it creates
a positive environment if I go and meet. But what can I do? There is only one bus that

’

leaves from here at 2.30pm, I have to leave then...’

The responses from para teachers, who lived in the same village, were also included in the self-
driven interactions. For them, interactions with the parents were usual, regular forms of
communication because they belonged to the community and lived near the school; and thus,
these interactions didn’t require any conscious effort on their part. Most para teachers in my
sample (5/6) stated that they were in regular touch with their students’ families. This was not
just in their role as a teacher, but also as a neighbour, since they were either living in the same

village, or had lived there in the past.

School 1, Komal (Para teacher, F): “...it is my village, so I know everyone. I've
stayed here since a very long time. Even the head of the village knows me well. He
used to be our neighbour...they [people in the village] treat me like their daughter.

)

This is how they talk to me...’
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School 1, Ritu (Para teacher, F): “...people in the village give me respect and listen
to me...they sometimes stop me on my way back home to ask about when they will get

1

the uniform ...’

School 5, Sangita (Para teacher, F): “...1 belong to the village only. I am like an elder
sister to them. They come to me if there is any problem and even I ask them if the child

is not coming regularly...”

An example of a para teacher showing how they felt more connected to people in the village is

provided below.

School 3, Arun (Para teacher, M): “... a lot of teachers come from the city, and it
gets difficult for them to go in the village and talk. We are locals, it is easier for us to

reach, talk and relate to the situation of parents as well...”

The above excerpts shed light on the self-driven interactions, initiated by teachers without any
compulsion from the system. These serve various purposes and contribute to building a sense
of connectedness with families. One aspect of these self-driven interactions is the teachers'
intention to develop familiarity with parents and gain insights into the problems they face. By
making efforts to establish "jaan pehchaan" (getting to know each other better), teachers aim
to foster a sense of connectedness and mutual understanding. This highlights their belief that
increased interactions contribute to building stronger bonds with parents. Additionally,
teachers engage in interactions to address the overall learning and development of students.
They recognize that understanding the child's challenges often requires contacting parents as
the reasons for difficulties may be found within the family context. These discussions
demonstrate a collaborative approach, where teachers seek parental insights to identify and
address obstacles to their students' education. Morecover, these self-driven interactions extend
beyond formal mechanisms and encompass social obligations. Teachers attend personal events
and engage with community members voluntarily, illustrating their commitment to maintaining
connections with parents and the wider community. These efforts contribute to a positive
environment and demonstrate a willingness to actively engage with parents outside of their
official roles. Notably, para teachers, who often reside in the same village as the students'
families, naturally engage in regular forms of communication as part of their role as neighbors

and community members. Their interactions with parents occur seamlessly and require no
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conscious effort, further emphasizing the importance of proximity and familiarity in fostering

collaborative relationships.

5.2.3 Interactions initiated by parents.

The third form of interactions between teachers and parents that I identified from the
interviews, were those that were initiated by parents. These included instances where teachers
state that parents approach them for several reasons. These reasons included not having
received the free, government-sanctioned entitlements for children enrolled in the school °';
lodging complaints against the teacher for scolding the child; and, although rare, keeping a

check on the teachers.

School 6, Vikram (Regular teacher, M): “...they [the parents] come related to the

child, to talk about their own problems and also to check if the teacher is present...”

Most teachers in the sample appreciated parents who regularly visited the school to check on
their child’s progress. For them, these visits indicated parents’ interest and involvement in their
child’s education. At the same time, teachers stated that there were few such parents, and
categorised them as ‘jagruk’[aware?], making a clear distinction between them, and those they
deemed ‘jagruk nahi hai’ [not aware] parents, i.e., who didn’t visit the school to check on their
child’s educational progress. Teachers also drew connections between these ‘jagruk’ parents
and students’ performance because these parents took care of the child, sent them to school
regularly, and disciplined the child at home too, which indicated parental involvement. These
categorisations indicate the effects that teachers’ interactions with parents can have on their

teachers’ perceptions about the students. Examples of such categorisations are provided below:

School 6, Vikram (Regular teacher, M): “2-3 guardians are such who visit the
school regularly, complain about the child, discuss about the child too. These parents

keep a check on regularity of teachers also”.

5! These included textbooks, uniform and shoes and a school bag for the children.

52 Aware here implied being vigilant about what the child does at home.
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School 5, Ameera Khan (Head teacher, F): “... Parents come themselves. Sometimes
when I scold the child or hit them, they come. No one comes for anything related to
studies. Some aware parents, only 1 or 2, sometimes come and talk when the child is
not given homework. Once the child goes back home, they sit with them and make them

’

study, and their children are also good in studies...’

Some teachers viewed parent-initiated interactions negatively, stating that these sometimes
ended in arguments and fights which led to a chaos in the school. This demotivated the teacher
who then did not encourage parents visiting the school to complain. Teachers also expressed
negative opinions about parents who came for school visits only to receive entitlements such

as school uniforms and school bags for their children.

School 3, Arun (Para teacher, M): “...parents only pay attention when there is a
benefit attached to it. For example, at the time of distribution of school uniform and

’

bags. But no one comes to talk about how the education is going on...’

School 5, Sangita (Para teacher, F): “The main thing is if we call parents, or

generally also if they come, they only ask what we are going to get...”

Teachers also reported that parents visited the school to complain if their child was being
scolded or beaten. According to some teachers, corporal punishment was sometimes essential
for disciplining the child. However, they expressed helplessness at the fact that if they did so,
either the parents came to fight with them, or the child stopped attending school.

School 5, Ramlal (Para teacher, M): “...if we say anything to the child, the parents

)

come and start complaining against us to the head teacher...’

One of the reasons that teachers resented this type of parental involvement was that quite often,
they themselves were aware of the problems within the school system, and hence avoided

meetings with parents. This situation is explained well by one of the teachers in School 6.
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School 6, Deepak (Regular teacher, M): “The government had sent shoes to the
BRC, we had to get it from there. But the size of the shoe was not correct, and the
quality was also not good. These shoes got torn within a month’s time. Guardians
come and questions us, but we do not have any answer. Bags were also worn out within

a month’s time. How to handle such situations. We also do not have anything to say...”

The above excerpts indicate that the parent-initiated interactions reflect a mixed picture, with
some teachers valuing and appreciating parents' active involvement, while others expressing
reservations due to negative experiences or systemic limitations. The excerpts suggest that
teachers hold specific pre-conceived notions about parents, which significantly impact their
expectations and perceptions regarding the potential for establishing a collaborative
relationship. These pre-conceived notions, including the categorization of parents as "aware,"
can potentially hinder the development of relationships with parents if teachers are not open-

minded or willing to challenge their own assumptions.

Overall, the forms of interactions provide valuable insights into the micro-context which tend
to influence the responsiveness of teachers within social accountability mechanism. The
presence of a compliance-driven mindset suggests that there may be institutional or systemic
factors that prioritise meeting requirements over fostering meaningful dialogue. This reflects a
culture where accountability is often reduced to fulfilling formal obligations rather than
actively engaging with stakeholders. The rarity of self-driven interactions indicates that there
may be barriers that discourage teachers to initiate such interactions which have the potential
to lead to a collaborative relationship between teachers and parents. The existence of pre-
conceived notions and the resulting lack of trust between teachers and parents highlight the
micro-contextual dynamics that influence the relationship between teachers and parents. While
teachers may perceive parent approaches as complaints rather than opportunities for
constructive dialogue, this leads to a reluctance to engage. This suggests that there may be
underlying cultural or attitudinal factors shaping the micro-context and impacting the teacher-
parent relationship. In conclusion, these perspectives highlight the underlying micro-contextual
factors that can influence teachers’ responsiveness. The limited scope of dialogue and
collaboration implies that there are less chances of teachers to listen to parents’ concerns and

hence, be less responsiveness to them within social accountability mechanism.
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5.3 Possible factors that are likely to affect the forms of interactions between teachers and

parents.

Analysis of the teacher interviews pointed to some of the factors that seemed to be influencing
the ways in which teachers interacted with parents. Within my sample, I included three types
of teachers- the head teacher, the regular teacher and the para-teacher because I envisioned that
each of these categories of teacher would have different motivation to engage with the parents
and hence, might interact with the parents differently. In addition to this, the analysis of the
interview transcripts also indicated two other factors that might be affecting these interactions.
These were teacher’s gender and the total number of teachers in the school. I expand on these

two, along with the teacher designation in this section.

5.3.1 Teacher designation

Owing to their different roles within the school, three types of teachers were sampled for this
research. As described in the methodology chapter (section 4.4.1), they included head teachers,
regular teachers, and para teachers. Since SMCs were a requirement in all schools, teachers
were asked to describe details of these meetings. The detail in which different types of teachers
within the same school responded to this question indicated their responsibilities for conducting
these meetings. For example, para teachers only discussed the status of these meetings, i.e.,
whether these meetings occurred at the school. Some of them explained that such meetings
were decided by the head, and that they didn’t have much of a role to play in them. Some

examples from my discussions with para teachers are shown below:

School 1, Komal (Para teacher, F): “We do not have any information about such

[SMC] meetings. Maybe these occur, but I do not know”.

School 1, Ritu (Para teacher, F): “SMC meetings happen, the village head also
comes. But Sir [the head teacher] only decides about the meeting. We do not have any

role in it. If he asks, we come and help”.

School 3, Arun (Para teacher, M): “SMC is there. About 2 months back an SMC
meeting occurred. But it was not conducted in a proper way. Neither the SMC head
knows about it much. Even I am also not informed about it much...you should meet the

SMC head and ask them questions to know the status... There are enough programmes
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like SMC, PTM, mother’s meet to connect with the people in the village. However, in

reality these work only on paper.”

School 3, Neha (Para teacher, F): “Meetings occur, but we do not have much role in

it. Also, these meetings are only at block level not at school level I think.”

These excerpts from most of the para teachers I spoke to, showed that they did not have any

direct involvement in, or responsibility for conducting these system-driven SMC meetings in

the school. However, one of the head teachers described how para teachers played a supporting

role in helping her, as well as in arranging these meetings:

School 5, Ameera Khan (Head teacher, F): “...it is difficult for me to leave the
school and go. The para teacher here lives in the village, so I ask her to convey the

messages or check if a particular child is not coming while coming to the school ...”

In responding to questions about the SMC meetings, regular teachers said that they often helped

the head teacher, who were the ones mainly responsible for organising these meetings.

However, the regular teachers did not have minute details about the meetings.

School 4, Gaurav (Regular teacher, M): “Ideally the role of meeting parents is of
the head teacher. But since we are only two teachers in the school, we divide and do
this work... The SMC and PTM can be considered the same thing. It [the topic of

’

discussion] all depends on what is the current issue in the village...’

School 6, Deepak (Regular teacher, M): “The issue of education quality is the main
discussion in SMC and PTM. The village head is informed if there are some
infrastructural issues in the school...But I am not aware about further details of SMC

as the head knows more about it”.

In their responses, head teachers indicated that they themselves believed they played a central

role in such committees. When asked to describe the SMC meetings, their responses were

detailed, indicating their awareness of the committees; explanations about the members who
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were part of them; how they were elected; and the topics that were discussed. This also

indicated that head teachers were aware of the prescribed regulations for these meetings.

School 1, Dinesh (Head teacher, M): “There are a total of 15 members in the SMC,
the village head, the head teacher and the parents of children studying in the school.
These committees are formed to give representation to females, lower caste groups
and meetings are conducted every month... any suggestions given by the committee
members are considered and problems faced by them are discussed. Recently,
discussed the issue of cutting a tree that was causing hinderance in the school and
Jjointly decide how to best make use of the wood from the tree for the purpose of the

school...”

School 3, Rajesh (Head teacher, M): “There are 15 members in the committee.
Discussions regarding uniforms, tender, quotations, and fund utilisation occurs in the
meetings. If there are any problems regarding these, we discuss that. Especially in
PTM we talk about children’s attendance with parents, that children are not

coming...”

School 4, Ankit (Head teacher, M): “In SMC, we discuss the issue of school
development. On the first Wednesday morning of every month, we discuss where all
improvement is required, and work is required to be done in the meeting... We conduct

these meetings in the village only”.

School 5, Ameera Khan (Head teacher, F): “In SMC meeting, there is a chosen head
with whom the meeting is conducted every month if a child is not coming regularly,
any other problem is being faced, the meals that are cooked and other things... There
are so many problems in the school, all these are discussed in the meeting. SMC
members are made to discuss these issues and monitor the activities in the school. Now
1 cannot go to the village and roam around every day. Firstly, [ am a female. Secondly
if I leave school and go to talk to people in the village, the children’s education gets
affected. Hence, SMC members are asked to help in case children are not coming

regularly, they can ask parents to send...”
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The excerpts show that designation of the teacher plays a significant role in determining their
engagement in system-mandated and self-driven interactions with parents, as well as in
influencing the interactions between parents and teachers. Head teachers, being central figures
in School Management Committee (SMC) meetings, exhibit comprehensive knowledge about
the committees and actively participate in decision-making processes related to school
development, problem-solving, and parental involvement. Thereby, these teachers have more
opportunities for direct and meaningful interactions with parents. On the other hand, para
teachers, as indicated by their responses, have limited involvement and responsibility in
conducting system-driven SMC meetings. They often rely on the head teacher for decision-
making and lack detailed knowledge about the meetings. Thus, para teachers, unless initiating
the interactions themselves, may have fewer chances to engage in interactions that foster

deliberate collaboration with parents.

5.3.2 Gender
The female head teachers in the sample did not engage in the self-driven interactions. There
were two female head teachers in the sample, both of whom reported that it was difficult for

them to go into the village and talk to parents. The difficulty arose due to two reasons.

Firstly, these teachers did not have their own vehicle. Given the schools’ often remote
locations, insufficient transport facilities made it difficult for them to meet parents after school
hours. In comparison, most male teachers owned a motorcycle and quickly could access their

students’ homes in the village.

School 5, Ameera Khan (Head teacher, F): “These things [interacting and connecting
with parents] take time. Some teachers can do that easily after having meals and then going
after school hours. But for me, this is not possible. I have a private vehicle that picks up 10

)

other teachers, so I do not have time...’
While the issue here seems to be of a lack of transport, rather than just the gender, the fact that

it is common for females to use the public transport while for males to have own a two-wheeler,

implies that gender of the teacher plays a role here.
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The second issue faced by these female head teachers was related to a discomfort felt in
interacting with the people in the village alone and dealing with management issues in the
school alone. For example, in School 5, the head teacher raised concerns about corrupt SMC
members to signal her reluctance to engage with the parents within the SMC. The teacher also
explained that clashes with the village head in her previous school had caused problems for

her, which was why she avoided any discussions in her current school.

School 5, Ameera Khan (Head teacher, F): “...There are some places where SMC
heads are corrupt and suggest the teacher to either use the money that comes for
SMC for our own benefit, or they file a complaint against the teacher. Although this

’

has not happened to me, I fear all this.’

“...I cannot go to the village every day. You see, I am a female... in the earlier
school, 1 did not know the relationship shared between the head teacher and village
head. I used to do my work by marking attendance every day, but once the village
head asked me to fill more attendance than actual number of children present. When

1

1 objected, he created a scene. So, I cannot handle such things alone...’

In School 2, the head teacher showed her discomfort in going into the village to meet parents,

saying:

School 2, Rama (Head teacher, F): “...the place [village] is not for us. It is not a
place worthy of going...”

“..sir [the other male regular teacher] goes, before him, we hardly used to go in the
village...”

An excerpt from my field notes indicated a specific situation in a village in which the school
(School 2) was located, and why the head teacher might have felt uncomfortable going there.
This was part of a conversation I had with the teacher, where she asked me to avoid going to
the village alone.

(Field notes: December 1, 2019 & December 4, 2019)
The head teacher informed me that the situation in the village is not good. The people engage

in the business of alcohol production and most of them are drunk.
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I was suggested that I should change my mind since no one will say anything, and it is not

safe to go there.

I did not have any female regular teachers in my sample and most female para teachers in the
sample belonged to the village and communicated naturally with the parents. While the case
of two female head teachers was not sufficient to prove if gender affected the interaction
decisions of the teachers, it did raise a concern about safety and possibility of not owning their

own vehicle as affecting their interactions with the parents.

5.3.3 Number of teachers in the school

Based on my own assessment, another variable that may have links with the self-driven
interactions was the number of teachers appointed in the school. In School 1, for example,
where the head teacher himself took the initiative to interact with parents, there were three
other regular teachers and two para teachers in the school handling children in five grades. This
provided the head teacher an opportunity to visit families even during school hours. The head
teacher in this school stated that he went to visit parents in the village thrice a week. In contrast,
in School 4, the head teacher stated that it was not possible for him to leave the school to meet
parents, but that he would be willing to talk to them if they came to the school. He was
supported by just one regular teacher managing five grades. So, despite his willingness, to

engage with parents, he was unable to do so during school hours.

It must be noted that the number of teachers appointed to a primary school is based on the
number of children enrolled. The current student to teacher ratio as stipulated by the Right to
Education Act (Gol, 2009) is 30:1. While the number of students enrolled in school 1 were
more than those in school 4, it was still difficult for only one teacher in school 4 to handle all
the grades themselves, if the head teacher visited parents in the village during the school hours.
Given this scenario, it did not seem realistic for a head teacher to engage in relationship

building during school hours.

Overall, it seems that female teachers and those teaching in schools with low staffing levels
only engaged in system-mandated interactions or those initiated by parents who visited the
school, thereby, reducing their chances of forming a collaborative relationship since both
system-mandated and parent-initiated interactions tend to hinder the development of a

collaboration.
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5.4 Concluding remarks

In conclusion, the analysis of teachers' perspectives on opportunities they have to interact with
parents as well as the forms they choose to interact highlight important dynamics in the teacher-
parent relationship. The findings show that teachers engage in various forms of interaction with
parents. These include system-mandated interactions, self-driven interactions and parent-
initiated interactions. These forms of interactions tend to be influenced by teachers’ designation
and responsibilities within the school. Head teachers actively participate in the system-
mandated interactions. In contrast, para teachers have limited involvement, relying on the head
teacher for decision-making within the school. While most of the teachers mention undertaking
the system mandated interactions, female teachers relied on support from their male colleagues,
or local para teachers. Since self-driven interactions take time and effort, they also require the

availability of a sufficient number of teaching staff.

Teachers initiate interactions with parents for reasons such as sharing student progress,
addressing concerns, seeking support, fostering collaboration and promoting parental
involvement. However, the stated ways of communication indicate more one-sided information
sharing rather than fostering dialogue and mutual understanding. Teachers’ compliance-driven
orientations and the perceived need to fulfil formalities shape the teacher-parent relationship.
Most teachers emphasize fulfilling attendance requirements and meeting formal protocols,
potentially hindering a genuine collaborative relationship. Furthermore, teachers pre-
conceived notions about parents lead teachers to discourage interactions with parents. Such an
avoidance potentially hinders the formation of a relationship based on trust between the two

groups.

Overall, the chapter highlights that while various opportunities exist for teachers to interact
with the parents, the way that teachers perceive these opportunities determine the forms of
interactions they undertake. This then helps in identifying the micro-context for understanding
relationship between teachers and parents. In next chapter, I address the second research
question related to the willingness of teachers to interact with the parents and form a

collaboration with them.
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Chapter 6. Teachers’ perspectives on benefits of interactions and their expectations

from parents: Understanding teachers’ willingness to form a collaboration with parents.

6.1 Introduction

Chapter 5 explored teachers’ perspectives on opportunities to interact with the parents to gain
insights into whether these interactions help in building collaborative relationship with the
parents. The next step now is to identify the willingness of teachers to establish such a
relationship with the parents. To do this, I will address the second research question: What are
teachers' perspectives on benefits of interactions with parents and their expectations from
parents? The purpose of this research question is to understand the willingness of teachers to
establish and maintain collaborative relationship with the parents. The perceived benefits of
interactions with parents and the expectations that teachers have of parents can play a
significant role in determining their willingness to interact with parents. If teachers perceive
that their interactions with parents are helpful, they may be more willing to engage in these
interactions. Similarly, if teachers have high expectations of parents in terms of their
involvement in their child's education, they may be more likely to seek out opportunities to

interact with them and build a relationship with them.

To address this research question, I reflect on what teachers believe are the benefits from the
interactions they have with parents in section 6.2. Teachers form an integral part of
communication with the parents and described earlier in the thesis (Chapter 2), teacher unions
have a strong influence on implementation of education reform initiatives in the past. Hence,
it is important to understand their willingness to initiate interactions with the parents. I further
explore teachers’ expectations from parents in section 6.3. Finally, in section 6.4, I combine
the findings from the benefits derived and expectations from parents to answer the research

question and provide a conclusion to the chapter.

6.2 Benefits and challenges of interacting with parents

The question uses information from qualitative interviews with teachers and seeks to provide
answers to whether outcomes from interactions with parents motivate the teacher and make

them proactively seek participation in such engagements. Teachers were asked if they felt that
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regular interactions with parents were beneficial>>. Their responses were further probed to also
understand their perspectives on the challenges faced in undertaking these interactions. The
analysis showed that while teachers seem to have theoretical understanding of the benefits of
interactions, they believe that they are unable to achieve the benefits due to a lack of parental
responsiveness. Such a mindset further leads the teachers to assign interactions as a low-
priority task. I begin first by first describing the perceived benefits of interactions stated by the
teachers (section 6.2.1), followed by the challenges they face in realising the benefits of these
interactions (section 6.2.2). I then map the forms of interactions undertaken by the teachers
with their stated benefits to reflect on the underlying reasons for why teachers are unable to

achieve the benefits they expect from interactions (6.2.3).

6.2.1 Perceived benefits of interactions with parents

The responses of teachers demonstrate that they acknowledge the benefits of interactions with
the parents. They discussed these in relation to benefits to children; benefits to parents; and
finally, benefits to themselves. I coded these benefits into two categories: those related to

children and teachers, and those related to parents and teachers.

1. Benefits related to children and teachers

Teachers mentioned that regular interactions with parents were beneficial for children. They
made connections between these interactions and children’s learning by linking them with the
child’s attendance. For example, teachers said that if they did not meet the child’s parents, the

child’s attendance levels would fall, which in turn would affect their educational progress.

School 4, Ankit (Head teacher, M): “There is nothing that can be done without baat-
cheet [one-on-one conversation] ... if the child comes regularly, his/her learning level

will improve, at least to some extent...”

School 1, Ritu (Para teacher, F): “...if there is regular contact with the parent, then
parents remain active... they ensure that the child attends [school] regularly and this

improves the learning level of the child...”

53 Q8 in the semi-structured teacher interview guide (Appendix A).
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School 3, Rajesh (Head teacher, M): “... if a parent or a guardian comes to school,
or if we go and meet them, then there is some conversation...We contact the parents
when the child is not coming to school. We meet them and ask why the child is not

coming...”

The other benefits in this category included those in which the teachers said it helped them gain
a better understanding of the child.

School 1, Suresh (Regular teacher, M): “... Us meeting them [parents] is useful since
if we get along together, so parents already know their children, but we know only a
little about them- what is the child doing at home, how active is the child, what does
the child eat. All this [sharing of information] will help in solving the problems of the

’

child and understanding the child more.’

School 6, Vikram (Regular teacher, M): “It is good when parents come and meet
me, since I get to know more about what they want for their children. This helps me

in modifying my teaching accordingly”.

Teachers also discussed how these interactions could help them stay up to date about the child’s

activities at home, for example, whether the child was studying at home, or revising.

School 4, Gaurav (Regular teacher, M): “Yes, it is important for parents to tell us
what the child does at home. We teach children everyday- whether it is at prayer time,
how to wish the teachers or what they need to do once they go home. When parents
come and inform us about the child’s activities at home, we will understand how much

’

the child is learning. It will also help in assessing the child better...’
School 6, Deepak (Regular teacher, M): “... it is important to have discussions with

parents so that we get to know the routine of the child; what is the child doing at home,

whether the child is mischievous. We can teach and instruct them accordingly...”
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2. Benefits related to parents and teachers

Most teachers mentioned how their interactions benefited parents as well as themselves. They
stated that these interactions could help teachers forge better relationships with parents, which
in turn could lead to greater parental support for the school. To my understanding, this ‘parental
support’ meant that if parents and teachers remained on good terms, there would be more
agreement with, rather than opposition to each other’s views. They used specific phrases such
as “humari baat sunnte hain” [parents listen to us], “Vidyalaya ko apna maante hain” [parents
feel a sense of ownership towards the school], and “lagaav badhega ™ [relationship with parents

will develop].

According to the teachers, these interactions also included benefits for the parents. For
example, parents could learn more about the school, and their own child’s learning level. There
would be a chance to learn about each other’s problems and as the relationship progressed,

teachers felt it could help identify where the child lagged or needed more support.

School 3, Arun (Para teacher, M): “...if we go and meet parents, we will get to know
and understand their problems. They will also feel that some teacher is coming and
caring about our problems and wants our child to succeed. This will help in ways like
they will also start listening to what the teacher tells, take care of the child, and sit
with the child to overlook what he is doing. This will also reduce fear in their minds,

and they could openly ask the teacher about the child...”

School 3, Neha (Para teacher, F): “Yes, these [interactions] are important to keep
in touch. This is because teacher also gets to know how much the child understands.

Parents should contact teachers to know more about their child”.

Overall, teachers perceived these interactions as a tool to generate parental support in school,

and to increase their involvement in the child’s education at home.

School 3, Rajesh (Head teacher, M): “...the benefit of interaction is that we stay in
school for 5 hours, but after that it is the parents who take care. If we keep a connection

with the parents, they will also think that the school is useful for them and the child...”
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School 1, Dinesh (Head teacher, M): “...Since I go regularly, everyone in the village
knows me. They feel happy that someone from the school has come for their child.
Leaving aside 1-2% of guardians, everyone else gives a good response, they scold their

children and motivate them to attend school every day.”

However, there were 3 teachers who felt that such interactions were of no use. It seems like

these perceptions have been formed based on teachers’ experiences with parents in the past.

School 1, Amit (Regular teacher, M): “... We meet the people in the village, have
conversations. At that time, the response is positive but later, nothing happens. Till the
time conversation is happening, it looks like parents will do something. Later, they go

)

back to the same. So, what is the point of any conversation...’

In School 2, the head teacher was against calling parents to the school, as well as going on a
home visit to meet them, since she felt that it was unnecessary and time consuming and didn’t

bring about any changes in the way in which parents contributed to children’s education.

School 2, Rama (Head teacher, F): “...no, there is no use. It is only a headache. We
have to do meetings, it is such a headache and there is absolutely no difference in
parents thinking. In SMC meetings, there are discussions about sending the child in
clean uniform, regularly, parents should take care. But parents themselves are

illiterate, what care will they take of their children?”

“... we do not have any problem with the parents, even if they are not aware and they
do not listen to us, let them be. We have nothing to lose. We come here, teach. That is

enough...”

In school 5, the head teacher also felt interactions were not of any use. She raised concerns
about corrupt SMC members to signal her reluctance to engage with the parents within the

SMC.

School 5, Ameera Khan (Head teacher, F): “As such there is no benefit [of

interactions], neither for me nor for the children...ideally SMCs were formed for our
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benefit. Since the members belong to the village, know them well, it is easier for them
to get any work done. We choose members based on how much the parents in the
village listen to them. There are some places where SMC heads are corrupt and
suggest the teacher to either use the money that comes for SMC for our own benefit,
or they file a complaint against the teacher. Although this has not happened to me, 1
fear all this.”

6.2.2 Perceived challenges to interactions

Teachers’ responses showed that most of them perceived regular interactions with the parents
to be beneficial. These benefits included improvement in attendance, greater support from
parents, and their own enhanced understanding of the child. However, the same teachers also
tended to blame parents for not being able to achieve these benefits. The excerpts below show

this:

School 1, Suresh (Regular teacher, M): “...the response from meeting parents is not
what it should be. This is because there is unemployment, people do not have money,
their priorities are different. A lot of children contribute to the households. Parents
have to focus on work so they neglect education of the child, this is the main thing...
this situation can only change if parents start coming and seeing what is happening in

school, so they will become aware and devote some time on their child.”

While teachers often described the potential benefits they valued, at the same time, they also
listed the problems and challenges faced within these interactions, as seen in Table 7. In the
first column, I have listed the codes that represent teachers’ perspectives on the benefits of
parental interactions; and in the next column, I have shown the codes that represent teachers’

perceived challenges to parental interactions.
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Table 7: Mapping the perceived benefits and challenges of interactions with the forms of

interactions undertaken by teachers with parents.

Perceived benefits of Perceived challenges of Forms of
Teachers . . . . . .
interactions interactions interactions
For a better understanding of
the child.
System mandated
Useful for improvements in mteract‘lo‘n's
attendance and learning. Parent-initiated
Dinesh -NA- interactions
Helpful in getting parents’ Self-driven
support. interactions
To show parents their child is
taken care of.
For a better understanding of
the child.
Parents do n(}’lt péﬁ{ d System-driven
. attention to the child. . .
Getting to know each other’s Interactions
Suresh problems Self-driven
' Parents do not visit the : )
school Interactions
To make parents listen to
you.
Parents listen but ignore
teachers’ advice.
. No use in engaging parents. System-driven
Amit o | .
Parents who are aware will | interactions
listen, others do not.
. . , Parents do not pay
Help ﬁ;tl In getting parents attention to the child.
Komal SUPPOTt. Parent-initiated
oma ) .
Parents do not send the interactions
Useful so that parents know child to school regularly
their child’s level. '
Difficult to reach all ?arent-{nltlated
) parents. Interactions
Ritu Helpful for making parents Self-driven
listen to you. o )
Parents who are aware will | interactions
listen, others do not.
No use trying to engage ) .
They have never listened, | System-driven
Rama parents. . . .
nor will they ever do. interactions
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Teachers

Perceived benefits of
interactions

Perceived challenges of
interactions

Forms of
interactions

For a better understanding of
the child.

Useful as attendance will fall
without trying to engage

parents.

Helpful for making parents

Parents’ lack of awareness.

System-driven

) listen to you. Interactions
Rajesh )
Parents do not send the Self-driven
Helpful since parents treat the | child to school regularly. interactions
school as their own.
To create a bond with
parents.
To show parents their child is
taken care of.
System-driven
Parents do not listen. interactions
Mohan Helpful for making parents Parent-initiated
listen to you. Parents do not pay interactions
attention to the child. (limited to aware
parents).
Will get to know each other’s
problems. Meetlngs occur only on Self-driven
Arun paper, since parents do not | . :
. Interactions
Helpful for making parents come to the school at all.
listen to you.
Parent_s do not care about System-driven
) the child. teracti
For a better understanding of nteractions
Neha . .
the child. .. Parent-initiated
Parents do not visit the : )
Interactions
school.
Parents do not attend
meetings.
System-driven
Ankit Helpful, Parents do not care about | ;.i0o ¢

the child’s hygiene.

Lack of awareness among
parents.
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Perceived benefits of

Perceived challenges of

Forms of

Teachers interactions interactions interactions
Useful for improvements in
the child’s attendance and ) System-driven
learni Difficult to reach all >y o
earning. parents Interactions

Parent-initiated

Gaurav Helpful in assessing the child. Parents don’t provide any | interactions
useful information about
Helpful to be updat‘ed on the child.
what is happening in the
village.
SMC members do not help
in improving attendance. | System-driven
ﬁﬁleera Not helpful interactions
an Parents listen but ignore
teachers’ advice.
For a 1t_)e‘[ter understanding of Parenj[s do not pay System-driven
‘ the child. attention to the child. interactions
Sangita . ., | Self-driven
Important to interact to create | Parents who are aware will | )
awareness. listen, others do not. Interactions
System-driven
interactions
Ramlal To maintain attendance. Parents are not aware )
Self-driven
interactions
Get to know about parents’
aspirations and modify
teaching.
Helpful for making parents System-driven
) listen to you. Parents listen but ignore interactions
Vikram . .
our advice. Parent-initiated
Helpful for parents to know interactions
more about the school.
Helpful to get parents’
support
Parents do not visit the System-driven
To show parents their child is sehool. interactions
Deepak

taken care of.

Parents do not attend
meetings.

Parent-initiated
interactions
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Table 7 above shows that all teachers, except one, blamed the parents for not being able to
achieve the benefits from interactions with the parents. The lack of parental responsiveness is
seen as a challenge by the teachers. This blame on parents for lack of realisation of perceived
benefits from interactions show that teachers’ often fail to acknowledge their own role in

encouraging the parents to become more involved in their child’s education.

Additionally, teachers expressed disappointment at parents not looking after their children.

School 4, Ankit (Head teacher, M): “These [interactions] are helpful but when

parents are called, they do not come and keep busy in their household work...”

School 3, Mohan (Regular teacher, M): “...if we contact the parents to ask why they
are not sending the child to school, they just say we go to the farm, we do not know.

’

They do not look after the children or listen to us, that is the problem...’

School 1, Komal (Para teacher, F): “...if we approach the guardians, they support
us, but for those who are not aware and not educated at all, they do not listen to us,
and neither do they understand anything.... They say that we will do as you say, but
only follow it for a few days and then again resort to the same problem and do not

send their children regularly to school....”

6.2.3 Mapping the forms of interactions with teachers perceived benefits

While teachers acknowledged the perceived benefits of interactions with parents, they also
claimed that these remained unrealised because of a lack of parental responses. To further
understand the underlying reasons for why teachers are unable to achieve the benefits they
expect from interactions, I mapped the perceived benefits mentioned by teachers, with the

formals of interactions that they mention they undertake in Table 7.

The mapping exercise shows that the teachers who stated there were no benefits from their
interactions with parents, relied only on system-mandated interactions. It also shows that
teachers who perceived interactions have some benefits, relied on a mix of system-mandated,
parent-initiated, and self-driven interactions. One of the main outcomes from this mapping

exercise is that there needs to be a change in the ways in which teachers undertake interactions
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with the parents. Relying on system-mandated interactions might not work as good as a
combination of other forms of interactions for teachers to be able to achieve the benefits from
interactions. However, despite employing other forms of interaction, teachers continue to
experience low parental response. This implies two things; first, that interactions undertaken
by them fail to be an effective communication channel for the teachers and second, there is a
general lack of awareness among the teachers on what is required to build connectedness and
collaborative relationship with parents. In either case, this lack of realization of benefits makes

it likely for teachers to consider these parental interactions as a low priority task.

Overall, teachers stated that interacting with the parents was beneficial for learning more about
1) the child — which might even help with their assessment; ii) the family’s situation; and iii)
building better connections. They also perceived that such interactions would help parents learn
more about their child’s progress, which in turn could increase parental involvement at home.
These indicate that teachers have a clear theoretical understanding of how interactions can
benefit various groups involved. However, the fact same teachers blamed parents for not being
able to realise the benefits of interactions indicate that they underestimate their own role in
encouraging collaborative relationship. Despite undertaking several combinations of forms of
interactions with the parents, teachers are unable to receive the benefits they expect from
interactions. Hence, they often tend to consider interactions as a low priority task and only

undertake the compulsory interactions (system-mandated interactions). All of these together,

makes it less likely for the teachers to initiate interactions with parents themselves and thereby

reduces chances of forming a collaborative relationship.

6.3 Teachers’ expectations from interacting with parents

In order to understand the willingness of teachers in interacting with parents and forming a
collaborative relationship with them, I explore their expectations from the parents. Teachers’
expectations from parents can provide insights into their willingness to involve parents in the
child’s education. If teachers have high expectations from parents, they are likely to seek out

opportunities to interact with them and build a relationship with them. To understand these
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expectations, I draw on data from my own qualitative interviews with the teachers as well as
the data from the quantitative teacher survey that was collected as part of the evaluation study.>*
I begin first by identifying who, according to teachers, is responsible for children’s learning,
and how they involve parents if a child in their class is not performing well (section 6.3.1). I
then reflect on teachers’ overall expectations from parents, to understand the roles they assign

to them in relation to children’s education (section 6.3.2).

6.3.1 Teachers’ perspectives on responsibility of children’s learning and parental
involvement in the process.

To understand the willingness of teachers to form a collaborative relationship with the parents,
I explore how they involve parents in children’s learning. To do this, I analysed the responses
of teachers on two questions from my qualitative interviews and three questions from the

baseline teacher survey. These questions are listed in Table 8.

Table 8: Questions from the quantitative teacher survey and qualitative interviews related to

teachers’ beliefs about involvement of parents in children’s learning

Quantitative Teacher Survey (baseline) Qualitative Teacher Interviews

Who do you think has the greatest| Who do you think is responsible for

responsibility to ensure children learn? | children’s learning?

(Q27)

What is the main course of action if a child | What do you do if a child is not learning well

has poor academic result (Q21) in your class?

How often do you invite parents to discuss

children’s learning? (Q25)

Evidence from qualitative teacher interviews

I asked teachers who they thought was responsible for children’s learning, to understand if

teachers believed in a sharing any responsibilities with the parents. Understanding how

5% While the quantitative teacher survey data was available before the qualitative interviews commenced, it was
not designed for the purpose of understanding teachers’ perspectives, nor was it available for all the teachers in
my sample to make a direct comparison. Therefore, I only use the data from quantitative teacher survey that

related to teachers' interactions with parents.
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teachers place themselves and parents in children’s learning is an indicator of the willingness
and the ways in which teachers intend to involve the parents. For example, teachers would be
more likely to seek out opportunities of interacting with parents if they believed that this
responsibility was shared; however, they would be less likely to do so if they believed that this

responsibility is theirs alone.

Teachers’ responses revealed that most of them believed in a shared responsibility, but with
very specific roles assigned to each party. Teachers believed that they were responsible for
learning once the child was in school, and that parents were responsible outside the school or

at home.

School 5, Sangita (Para teacher, F): “... The main responsibility is that of mother and
father. They are the child’s first school. The teacher’s responsibility comes later. How
is the child coming to school, that is parents’ responsibility. If he is clean or not. Once

the child is here, we are the ones taking up responsibility...”

School 4, Gaurav (Head teacher, M): “See, it is teachers’ responsibility when the
child is in school. Of course, this is true only when teachers feel this responsibility as
well as others let the teachers fulfil this responsibility. Parents’ responsibility is to first
send the child to school, then help and support the child with studies at home. This
could include just ensuring that the child reviews what is taught in class. How long
does the child remain in school, very few hours. So, unless at home parents do not see

or control the child, make him listen and discipline him, we cannot do anything...”

School 1, Komal (Para teacher, F): “..If the child is in school, teachers are

responsible, if at home then guardians...”

School 6, Vikram (Regular teacher, M): “In school, it is our responsibility, but it is

parents’ responsibility to send the child regularly to school”

School 3, Mohan (Regular teacher, M): “...1¢ is our responsibility because we teach
the child. It is us who need to ensure the child understands. This is the main thing, but
then comes the parents. If the parents support, send the child and spend time with them

at home then the child will become good in studies...”
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Next, I asked the teachers about what they do when a child in their class was not performing
well. The question assumed that if teachers value and seek active involvement from parents in
supporting their children's education, they are likely to approach the parents in case of child’s

poor learning outcomes.

Analysis from the interviews showed that only 3 out of 17 teachers approached the child’s
parents when a child was not performing well in their class. All the other teachers tried to solve

the problem themselves, by employing various strategies, such as adopting peer learning.

School 4, Gaurav (Regular teacher, M): “...A senior or someone more intelligent

than the child is given the responsibility to teach...”

School 1, Suresh (Regular teacher, M): “...I have recently come up with a solution
to this learning problem in my classroom. I make groups of intelligent and weak
children. We continue teaching but this way there is communication between the

intelligent and the weak child. This way each one’s interest is intact...”

Another strategy included giving the child some work based on his/her level of understanding
and continuing to teach the rest of the class. Teachers said they employed this strategy to
maintain the child’s interest in learning, even if he/she was struggling to keep up. At the same

time, it allowed the teacher to continue teaching the other children in the class.

School 1, Amit (Regular teacher, M): “...If a child is not being able to learn, I give
that child his level of work. This way the child keeps busy in his work and rest of the

children can study...”

3 out of the 17 teachers who stated that they approached the struggling child’s parents gave

distinct reasons for doing so.

School 1, Dinesh(Head teacher, M): “I try to find out the reason child is not able to
learn. In most cases, the reason is likely to be found within the family. So, contacting

the parents helps”

The teacher also justified his approach through an example:
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“Once a child was not coming to the school regularly. He used to come for a few days, then
again showed irregularity. I had talked to his parents and conveyed that they need to send
the child to school but nothing improved... I decided to visit the family myself on a day when
the child was not in school. When I went there, I saw that the father was beating the child
and repeatedly asking him to go to school. I immediately realised that this might be the
reason the child is afraid of school. I asked the father to not beat up the child ever again. 1
asked the child to come with me and on our way back I asked him to relax and not feel
pressured and try to come regularly. I also told him he could come to me whenever he was

)

facing any problem in school or at home...’

Another teacher stated that he approaches the parents to explain that they should contribute
towards improving their child’s learning by taking care of them at home. The teacher used
generic terms like “dhyaan do” [pay attention to the child], and “samay do usse” [devote
time] while talking to parents instead of providing specific guidance on how this could be done.
In another instance, a head teacher was asked what he did when a child in his class was not

learning.

School 4, Ankit (Head Teacher, M): “If the child is not learning despite having been
taught properly, then I call the parents and ask them to pay attention to the child and

devote some time with him at home and send him regularly.”

The third teacher discussed contacting parents specifically to understand the reasons for the

child’s irregular attendance.

School 3, Rajesh (Head teacher, M): “...we contact the parents when the child is not
coming to school. We meet them and ask why the child is not coming. Some are not

’

sent because of a genuine problem, while some parents are just careless.’

During the teacher interviews, there were several references that emphasises the linkages
between children’s learning and their attendance. According to teachers, a discontinuity in
child’s attendance makes it more likely for him/her to forget what they had been taught. Hence,
teachers believed that sending the child regularly to school was one of the most important roles

parents could play in their child’s learning.
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Teachers’ response to the question about the action they took when a child was not learning
well indicates two things. Teachers rarely think about contacting parents in relation to issues
in a child’s learning; and in rare cases when they approach the parents, it is usually to ensure
the regularity in the child’s attendance. Teachers make connections between interactions with
parents and the possibility of an improvement in a child’s attendance and his/her learning.
Thus, while teachers’ state children’s learning to be a shared responsibility, this is only seen as
maintaining regularity of the child. The emphasis placed by teachers on parental
responsibilities, particularly in relation to attendance, suggests that they are motivated by
parents who actively support their child's attendance and maintain effective communication
with the school. Conversely, the limited parental involvement observed in the analysis can be
seen as a hindrance to the development of a collaborative relationship. Teachers may perceive
a lack of parental engagement in addressing attendance issues as barriers to establishing a

strong partnership.

Evidence from the quantitative survey

While the intention behind the teacher survey was not to understand teachers’ perspectives
about parental involvement in children’s learning, certain questions that related to teacher
parent interactions were included in this analysis. In relation to the quantitative survey

questions detailed in Table 8, I reflect on the responses below.

In the first question teachers were asked who they felt had the greatest responsibility for
children’s learning™. The responses were mixed: 58.4% of 1,852 teachers believed that they
had the greatest responsibility for ensuring children learnt, while 39.4% believed it was the
parents’ responsibility. The second question related to the course of action teachers took when
a child was performing poorly. Only 6.6% of teachers said they would call the parents to
discuss the child’s results. This corroborates the results from the interviews, i.e., teachers often
do not rely on parents to help improve children’s performance in the classroom. The third
question related to the frequency with which teachers invited parents to discuss their child’s
learning®¢. 54% said they issued monthly invitations to parents, while 35% said they invited

parents to a meeting as and when required. This could imply that while teachers believe parents

55.Q27, Section 1 in the teacher survey (Appendix E).
56 Q25, Section 1, teacher survey (Appendix E)
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do not have a role in what the child is learning in school, they still invite parents to the meeting

to discuss children’s attendance in case a child is not learning well.

6.3.2 Teachers’ expectations from parents

The qualitative interviews provided insights into the support teachers expect from parents
whom they saw as being responsible for children’s learning. It is difficult to pin down a single
question that revealed these expectations, since teachers mentioned them throughout the
interview in several ways. For example, some teachers revealed their expectations of parents
while discussing the ways in which parents’ accountability towards children could be
improved; they also discussed them in relation to the problems teachers have with the parent.
I coded all these instances where teachers discuss the roles of parents under the sub-theme
‘expectation from the parents’. The codes included in this sub-theme are presented in Figure
13 and are elaborated below. A look at the figure shows that various statements that were given
by teachers that represented their expectations. These expectations came through while
teachers discussed importance of interactions, benefits derived from it. These expectations
were implied in case of the complaints teachers had against the parents, for example, when

teachers state that parents do not ensure that children attend school regularly.

Figure 13: Teachers’ expectations from parents
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1. Ensuring the child attends school regularly

This was the most common expectation teachers had from the parents. They discussed how
parents often send their children to visit relatives — sometimes for a week to 10 days — which
meant the child kept missing school. Teachers felt that parents should be responsible for
sending their child to school every day. This expectation was often presented as a

disappointment by the teachers.

School 2, Rama(Head teacher, F): “...we don’t ask them [parents] to do anything,
but only send their child to the school every day. But they do not even do this. They say

their children do not listen, run away...”

School 3, Rajesh (Head teacher, M): “...The main thing is the guardians should
understand what we tell them, they should know that even our aim is proper growth

and development of their child and hence should send them regularly...”

School 4, Ankit (Head teacher, M): “...There have been efforts to improve the level
of the child, we meet the parents and tell them that they should at least send the child
regularly to school, but they do not even do this much. We cannot force them to do

)

anything, neither can we scold the child, nor hit them or fail them...’
School 4, Gaurav (Regular teacher, M): “It is a common occurrence that parents
tell me that I should find out where their child is and drag him to school. But I can’t

keep doing this every day. This is not my, but parents’ work...”

2. Ensuring the child is supported with studies at home

The second expectation was that parents should help children with their studies at home. This
included supervising and checking the child’s homework, asking about what had been done in

school and encouraging him/her to revise daily.

School 6, Deepak (Regular teacher, M): “...it is important that guardians pay
attention to the child at home. That they sit for an hour or two with the child and ask
him to write whatever is written in the notebook and study it well. This will help

maintain continuity so the child will also not forget anything...”
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Such a form of parental involvement also included ensuring that the child did some revision:

School 5, Sangita (Para teacher, F): “Let us say the child stays in school for 6 hours,
but then he goes home. If parents are not seeing the homework that is provided in
school, does not make the child sit and ensure the child does work, check the child’s
notebook so how will things work. Main thing is that parents should see the homework

and sit with the child.”

School 5, Ramlal (Para teacher, M): “...parents’ responsibility is to motivate the

child at home, to look at what is taught in school and complete homework...”

For teachers, parental support at home also meant teaching basics like alphabets and letters to
the child at home. However, when asked how parents could teach children when they

themselves had only basic education, one teacher responded:

School 1, Amit (Regular teacher, M): “... For those whose guardians are not literate,
they can ask someone else to teach. If continuity must be maintained, all these things
need to be done. In today’s time, there is no household where there is not a single

person who can teach a grade 1 to grade 5 child about basic letters and words...”

While teachers expected parental involvement in teaching within the home, it did not always
imply that parents themselves should teach, rather, that a known adult could perform this task.
In general, teachers very closely related regular parental involvement at home — “bacho pe
dhyaan dena” [pay attention to the child] - with children’s learning. Teachers categorised
parents into those who were “jagruk” [aware] vs those who were not ‘‘jagruk nahi hai”
[unaware]. Aware parents sent their child regularly to school, supervised them at home and

thus these children were often performed well.

School 4, Ankit (Head teacher, M): “...Some parents know what their child is
learning. They take care of their children. I'm not sure what they do at home, but they

)

do send children regularly and their children are good in studies also...’

School 5, Sangita (Para teacher, F): “...Some children’s parents visit the school and

meet whenever work is not given for home. These children are good in studies also
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then. If the school is closed, they come and ask or call. But, out of 100, only 1 or 2 such

parents are there...”

School 1, Suresh (Regular teacher, M): “In the village there are only 1-2 people who
are aware. If we leave them, rest all only visit the school when either sweater or the
uniform is being distributed and they only understand this, they do not discuss anything

’

related to the child’s education...’

3. Ensuring the child has basic stationery and good hygiene

Another expectation teachers had was that parents should provide their child with the
appropriate stationery such as notebooks, and pens or pencils that aided in children’s studies.
Most teachers stated that it was very difficult to teach when the students had nothing to write

on, and that some parents didn’t seem to care:

School 3, Mohan (Regular teacher, M): “If parents become aware, take care of
children like see (pointing to a child in class) they don’t have stationery, then this

school can become just like a private school...”

School 3, Neha (Para teacher, F): “...parents just send the child like this, no pencil,

no copy, nothing...”

School 4, Ankit (Head teacher, M): “...Now it is parents’ duty to provide at least a
copy’’ and a pencil. Kids in lower grades such as 1 and 2, don’t even have a copy or
a pencil. This is their starting. How am I supposed to teach them if such basic things

are missing...”

School 6, Deepak (Regular teacher, M): “...parents need to take care of ‘dainik kriya
kalaap’ [daily activities] like hygiene of the child, not taking the child anywhere during

the duration of school, providing stationery...”

Teachers state that often when approached about this, parents tend to give the excuse of not

having enough money, as one teacher pointed out with some disappointment:

57 The word ‘copy’ here implies a notebook, which is used by children.
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School 2, Rama(Head teacher, F): “...A4 girl named Kiran [name changed] ... her
mother did not send her to school because she has been misplacing her pencil every
day. But she herself spends 40 rupees a day in chewing tobacco, etc, but a 2-rupee
pencil cannot be bought for the child. Now you tell me, everyday should I look for

pencils or should I teach...”

Teachers also gave specific examples of how basic things like dealing with their lack of hygiene
and arranging for notebooks could be both energy and time consuming and diminished their

enthusiasm to teach.

School 4, Ankit (Head teacher, M): “...here parents do not support. For example,
now it is lunch time, you also saw how one child had a runny nose and I asked him to
clean it; the guardians are not at all aware. The child comes in whatever condition he

is, here in school we must take care of their hygiene, I do not like that at all...”

A few teachers expanded on their views about parents by making comparisons between parents

who sent their child to a private school and those who sent their child to a government school,

School 5, Sangita (Para teacher, F): “...when a child goes to private school, parents
pack lunch, when they are paying a fee in the school, they feel that we are giving Rs.
1000 so our child should learn something but over here it is free, so come if you feel
like or do not come if you do not feel like. You should check their notebooks, date wise
1 give them homework, but children go home and tear the paper, parents should see if
the child is keeping the notebook properly or not. Main problem is the parents do not

take care of the child at home...”

School 3, Neha (Para teacher, F): “...parents should sit with the child and at least
ask them to study... but they do not do this... parents just send the child like this, no
pencil, no copy, nothing... And if at all they ever send the child to a private school,
then these parents will take proper care to dress the child, provide a proper notebook,

they just send the child in whatever condition he/she is”

Such a comparison reflects how teachers believe that an increase in parent accountability could

be achieved only when they start paying a fee.
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Overall, teachers expected parents to take care of basic hygiene, to ensure the child looks
presentable in their uniform, and to send them to school with the stationery the child might
need. However, since parents didn’t provide their child with basic supplies, teachers had to
spend more time arranging for them, than teaching in the classroom. In addition to this, for
some teachers, having to deal with such basic things — which they saw as the parent’s
responsibility — led to a sense of demotivation to engage with the parents and lowered their

expectations from parents.

4. Ensuring regular visits to the school to monitor and inquire about the child’s progress

Teachers also expected parents to visit the school regularly so that they observe what is

happening in the school.

School 1, Suresh (Regular teacher, M): “...I do not feel bad if the head comes and
points out mistakes. I even want that parents should come and tell if there is something

)

wrong being done in the school. But the problem is parents do not come...’

School 1, Amit (Regular teacher, M): “It is important that parents share if the child

’

is studying at home, and if he is not, then the reasons for the same...’

School 3, Rajesh (Head teacher, M): “...If someone comes and checks so why not. If

we are doing decent work and guardians come to see, we will also feel good...”

Some teachers also state their expectation from parents to attend organised meetings in

schools. These were most cases expressed as a disappointment.

School 3, Mohan (Regular teacher, M): “...we inform parents about meetings, call
them, and wait for them, but they do not come. Some parents come towards the end,

’

only to put their signatures. ...’

School 6, Deepak (Regular teacher, M): “...Main thing is parents often do not have
time to visit the school and come to meetings. We try to call them, but they do not

)

come...’
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Teachers even expressed their disappointment at parents visit to the school when it is not related

to their child’s performance.

School 1, Ritu (Para teacher, F): “...it will be good if parents come and talk about the

)

child, but main thing is attendance that parents should keep a check on...’

School 5, Ameera Khan (Head teacher, F): “Parents come...Sometimes when I scold the

’

child or hit them, they come. No one comes for anything related to studies...’

School 3, Arun (Para teacher, M): “...Currently, parents do not feel it is their
responsibility to visit the school. This is the main weakness. They do everything else but do

not care what their child is doing and learning in school...”

While these teachers revealed their expectation that parents should visit the school to discuss
about their child, none of them mentioned their own role in enabling such an involvement of
the parents. The responses of teachers indicate that they often perceive their role as organisers
and sources of conveying information to the parents. How this information is used and how

parents respond to it is not factored in.

According to the National Curriculum Framework, “All schools need to look for ways in which
parental participation and involvement can be encouraged and sustained” (NCERT, 2005).
Despite this, none of the teachers discussed the role they or the schools might have in creating

a friendly environment, as their comments indicate:

“Agar parents chahengey tabhi kuch ho paaega™? [change will happen only if parents want it
to]; “Jinke parents dhyaan dete hain and aate hain school wo padhai mein ache hain™>°
[children whose parents care and visit the school are good in studies]; and “Parents ko school
mein lana hai to unse paise lene chahiye” %°(If you want to get parents to visit school, then

charge them money)”.

58 School 3, Arun (Para teacher, M)
59 School 5, Sangita (Para teacher, F)
60 School 3, Mohan (Regular teacher, M)
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Their expectations around parental involvement made

it clear that the onus for realising these,

did not rest with teachers, as seen in Table 9. The coded statements in the table, categorized as

'reasons for lack of parental involvement,' offer examples of teachers' perspectives on their own

role in ensuring parents fulfil the expectations set by teachers. It suggests that teachers do not

feel it is their responsibility to create a conducive environment to ensure parents are aware

about their roles and how they can ensure the parental involvement expected. This finding

indicates that teachers may not view themselves as primarily responsible for ensuring parents

understand their expectations and how they can fulfil them.

Table 9: Evidence to show teachers’ lack of acknowledgement of their role in welcoming

parents in school

Quotes from the teacher interviews

Interpretation of teachers’ response

“Parents should be made aware. Someone needs to
do this so that parents come and visit”

School 1, Suresh (Regular teacher, M)

Someone other than the teacher
themselves should ensure that parents

\visit the school to meet teachers.

“...Government should implement a law that
cuardians are required to visit school or ask the
cuardians to pay some fees, then only their views will

1

change...’

“If there will be a law, then parents would forcefully
come to school and once they come to school, they
will see whether the children are studying or
playing... [currently]|guardians only come to school
on days when we are distributing dress [uniform]...”

School 3, Mohan (Regular teacher, M)

The government is responsible for
ensuring that parents regularly visit

schools.

“The response from meeting the parents is not what it

should be. This is because there is unemployment,

Parents’ lack of responsiveness is
because they have other priorities they

need to take care of.
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Quotes from the teacher interviews Interpretation of teachers’ response

people do not have money, their priorities are
different...”
School 1, Suresh (Regular teacher, M)

“...in these times despite all the facilities, the

cuardian is unaware. All this is because government
Access to free education is the reason
is providing everything for free. Guardians are,
for lack of parental involvement.
hence, not willing to listen to any other

information...”

School 2, Rama(Head teacher, F)

Overall, teachers’ perspectives about parents can have a major influence on the actual
involvement of parents in children’s learning. According to Comer (2001), the way the school
culture provides a signal to parents determines how they respond to it. The attention and
support provided by a school creates trust in the school and builds on the possibility of
developing a collaborative relationship. It is for this reason that I explored teachers’
expectations from parents, and how they situated their roles in relation to children’s learning.
The findings from the qualitative interviews and quantitative survey data showed that teachers
believed in a shared responsibility for children’s learning. However, the indication from the
above analysis is that the majority of teachers prefer to address poor learning outcomes
themselves rather than immediately involving parents. Additionally, teachers tend to assign
functional roles to the parents such as ensuring regularity of child to the school, ensuring
provision of stationery to the child, supporting the child at home, and visiting the schools to
update about the child. Teachers considered sending the child to school regularly as one of the
most significant roles parents could play in supporting their child's education. However,
teachers do not tend to involve parents in matters related to child’s academic performance.
These results imply that teachers are more likely to seek parental support when faced with a
problem - such as irregular attendance - than for an update on the child’s academic performance
and progress. Given this, teachers do not discuss their own role in ensuring that parents fulfil
the expectations that teachers have from them. Instead, they believe that the provision of

information about what parents should do with the children is enough. Teachers often rely on
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others to create such an awareness of parental involvement in children’s learning. Overall,
teachers' perspectives on parental responsibilities and their approaches to addressing learning
difficulties can influence the extent to which they engage with parents and form a collaborative

relationship with them.

6.4 Concluding remarks

In conclusion, the analysis of teachers’ perspectives on benefits of interactions as well as
expectations from the parents reveal their willingness to interact with the parents. Teachers’
perspectives on benefits derived from interactions as well as on shared responsibility of
children’s learning reflect teachers' theoretical understanding of how interactions should be
collaborative. However, despite using multiple forms of interactions with parents, teachers are
unable to realise the benefits of developing connectedness with parents and encouraging
parental involvement in children’s schooling. This indicates that teachers’ lack of awareness
on what is required to build a collaboration with the parents. While it is more likely for teachers
to seek out opportunities for interactions if they believe in a shared responsibility of children’s
learning, their approaches to address learning problems and expectations from parents limit the
interactions only to a few tasks such as maintaining regularity of child, disciplining the child
and supporting the child at home. Additionally, teachers' lack of obligation towards creating a
conducive environment for parental involvement suggests that teachers may have certain
expectations from parents but may not prioritise or actively work towards creating an

environment that fosters such parental engagement.

Overall, the findings suggest that while teachers recognize the potential benefits of interactions
with parents and have expectations from parents, there are challenges in translating these
expectations into effective collaboration. Teachers' perspectives on their own responsibilities,
their focus on specific parental roles, and the limited emphasis on creating a conducive
environment for parental involvement all influence their willingness to engage with parents
and hinder the development of a collaborative relationship. To further understand the nature of
relationship between teachers and parents, I analyse the experiences of teachers on interactions

with the parents in detail in the next chapter.
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Chapter 7. Teachers’ experiences of interactions with parents: Understanding the
p p P g

sustainability of relationship between teachers and parents.

7.1 Introduction

Having analysed the teachers’ perspectives on benefits of interactions and expectation from
parents in chapter 6, I will explore teachers’ experiences of interactions and draw linkages with
the nature of relationship formed between the two groups in this chapter. To do this, I mainly
draw on qualitative interviews with teachers and my own observation of parent-teacher
meetings conducted within schools as a part of the larger evaluation project to address the third
research question: What do teachers' experiences of interactions with the parents convey
about the relationship between the two groups? The purpose of this question is to understand
the nature of relationship between teachers and parents based on teachers' experiences of
interactions and identify how such a relationship may evolve over time. To do this, I analyse
teachers’ experiences of interactions and see how they have shaped the way in which teachers
interact with the parents to form a collaborative relationship. Specifically, I ask about their
preferred strategies of engaging with the parents, their reliance on interactions to bring any
changes in parents’ perspectives about them and how teachers’ background, experiences with
parents have shaped the ways in which they use interactions and build a relationship with the

parents.

7.2 Teachers’ experiences of interactions with the parents

To reflect on teachers’ experiences, I first attempt to understand their perspectives on best ways
to maintain connectedness with the parents (section 7.2.1). Second, I ask teachers about their
perspectives on using interactions to gain appreciation from the parents (section 7.2.2). The
response to both the question are revealed through qualitative teacher interview. The purpose
behind exploring these experiences is to gauge the nature of relationship between teachers and

parents.
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7.2.1 Teachers’ perspectives on best way to maintain connectedness with the parents.

In order to understand teachers’ experiences with the parents, I asked what according to them

was the best way to maintain connectedness with the parents and other people in the village®!.

Teachers’ responses can be seen in Table 10 where I have grouped these into various categories

that reflect teachers’ interaction preferences. Overall, four categories emerge from the

responses: meetings, cultural events and plays, distributing free items and through children.

Table 10: Teacher responses relating to the best way to remain connected with the parents

Teacher responses 2

Categorisation

“.If meetings are called, some guardians will definitely turn up and
discussion around child’s shortcomings and good qualities can be
discussed. We can tell them, this is an effective way to keep a connect with

the community”’- School 1, Komal (Para teacher, F)

“There needs to be interaction with the guardians. The best way is to explain
them that if they want the child to succeed, the child needs to come regularly
to the school. They [parents] should come and talk about the shortcomings
of the child, their own problems, these things should be told in the

meetings.” — School 1, Suresh (Regular teacher, M)

“The main thing is parents need to know how they will benefit, then only
they will engage. What is the direct benefit they are getting. If they are told
about the benefits through some play, so they will definitely come [to
meetings|”.- School 3, Rajesh (Head teacher, M)

“There are enough programmes like SMC, PTM [Parent Teacher

Meeting/, mother’s meet to connect with the people in the village.

Through

meetings

61 Q18 in semi-structured teacher interview guide (Appendix A).

62 Responses to this question are not available for Ankit because the audio recording was not clear. The responses

of Rama and Neha have not been included here for the following reasons: Rama, indicated that she did not believe

in connections with parents; and Neha’s response to this question related to expectations from parents, rather than

what teachers could do to be connected with parents.
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Teacher responses 2

Categorisation

However, in reality these work only on paper. If these programmes start
functioning properly, then school and people in the village will develop a
connect and children’s learning level will also improve because both will

work together then.” — School 3, Arun (Para teacher, M)

“If there is something interesting that is done, like a function or something,

this leads to guardian’s interest.”’- School 5, Ramlal (Para teacher, M)

“Street play type is good. It can help in bringing a change in routine for
people and they will take more interest in what is being said.”- School 3,

Mohan (Regular teacher, M)

“If there is some play or drama, then through this if we tell parents

something, they will come. - School 1, Ritu (Para teacher, F)

“Cultural events if organised in schools can help in changing opinions of
parents. Because of the event, the parents will come to school and see the

facilities.” — School 3, Arun (Para teacher, M)

Through
cultural events

and plays

“If something to eat or drink is given, then some people might come to

listen.”’- School 5, Ameera Khan (Head teacher, F)

“Give them something, then everyone will come. I can say some points.
They will get bored after 2-4 times, then stop coming to listen to me.”-
School 5, Sangita (Para teacher, F)

“Keep something to drink and eat, people will come the next time you call

them” — School 6, Deepak (Regular teacher, M)

“Especially when there is something to be distributed, they will definitely
come. Sometimes, I even say that if you do not come to the meeting, you will
not get a sweater for the child. Although I give it to them later, but still this

makes them come to the meetings.” — School 3, Rajesh (Head teacher, M)

Through
distributing

free items
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Teacher responses 2 Categorisation

“If you tell them there is something that will be distributed, everyone will
come. Instead of children, you say everyone else will be given something,
then see everyone will turn up. Otherwise, they will not.” — School 1,

Amit (Regular teacher, M)

“If there is some message that needs to be given to parents, then the best
medium is children. Whatever is being told to the child, the child goes and
tells parents.” - School 4, Gaurav (Regular teacher, M)

“Children can be told that they need to tell parents to come.” — School 6,
Vikram (Regular teacher, M) Through
children
“Best way [to engage] is through children. Through children, we can
convey any message to the parents. I believe whatever is being taught to the
child in class, the child goes and tells it to someone at home and that’s how
anything or any message can be reached to the families”

School 1, Dinesh(Head teacher, M)

While the first category ‘through meetings’ provides examples of teacher responses
demonstrating reliance on the formal meetings, the other two categories ‘through cultural
events and street play’ and ‘through distributing free items’ demonstrate the strategies teachers
use to capture the attention of parents in attending these meetings and events. The aim of
teachers seems to be on increasing parents’ interests in visiting the school and/or attending the
meetings organised by the teachers. For example: when discussing ‘meetings’ as the preferred
strategy, the focus of teachers is on informing parents about them, and when once attended,
teachers plan to convey certain messages to the parents. These messages include explaining
them the importance of keeping the teacher apprised about the child’s routine at home or the
importance of regularly interacting with them. While discussing street plays and cultural
events, the focus of teachers is on getting parents to attend these events to be able to convey
important information to them. The category of ‘distributing free items’ included giving away
something consumable such as food and drinks in general for the meetings. Again, the purpose

of this was to make parents interested in making visits to the school to attend meetings. In
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addition to this, the fourth category ‘through children’ provides examples of teacher responses

demonstrating reliance on children to convey the messages to the parents.

The understanding of teachers’ preferred ways of maintaining connectedness with the parents
helps in gaining insight into their experiences with parents and how they use interactions with
them. These four categories highlight two main features related to teachers’ experiences with
the parents. First, parental visits to the school and their presence in the formal meetings and
events is considered a sufficient requirement to build connectedness between teachers and
parents. This belief leads teachers to focus more on attracting parents to the school through use
of various strategies. Second, the teachers view interactions as mechanisms to convey

information or messages to increase parental involvement.

Teachers' strategies to engage with parents reveal what teachers think that parents value.
Instead of focusing on discussions around education or children's learning, teachers often
prioritize strategies such as providing free food and drinks and organizing entertaining
activities like street plays. This preference may stem from their understanding that these

incentives are more likely to capture the attention of parents.

One reason for this preference is that teachers are aware that parents value these extrinsic
benefits. For instance, some teachers mentioned that parents have started to devalue the
education provided in government schools precisely because everything is offered free of cost.
As a result, there is a lack of parental accountability and interest since they perceive they have
nothing to lose. Consequently, these parents primarily visit the school to receive free items or

to complain when their entitled benefits are not provided.

School 5, Ramlal (Para teacher, M): “...Yes, parents do come for the meetings,
very few of them. If we call them, they say, what will they get. That is the main

problem...”
School 1, Amit (Regular teacher, M): “...Some parents are aware and understand

whatever we tell them. Others are just concerned with what will they get from the

school...”
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School 3, Mohan (Regular teacher, M): “...guardians only come to school on days
when we are distributing dress [uniforms]... they are only concerned with getting the

uniform or ensuring that children get the mid-day meals in school...”

According to these teachers, certain education policies are designed in ways that make parents
believe there is no problem. An example of this relates to the ‘no detention policy’ that was
referenced by teachers, The policy, under the RTE act states that students could not be held
back until they had completed their elementary education, that is, Class 5 (Gol, 2019). While
the rationale behind formulating this policy was that being detained and having to repeat a year
is seen as a demotivating factor for the child, which in turn is likely to lead to higher dropout
rates. However, teachers felt that this system of automatic promotion meant that often parents
did not have any markers and opportunities to realistically assess their child’s academic

performance.

School 3, Mohan (Regular teacher, M): “... The worst thing that the government has
done is that the child cannot be retained in the class. When the child does not know
anything, neither can the child read or write, the guardian is not checking. So, only
once we fail the child will the guardian come to know and will visit the school. But if
we send the child to the next grade, so the guardian will feel everything is ok and will

1

not pay any attention...’

School 4, Gaurav (Regular teacher, M): “...parents do not know if the child is
learning or not. They think that the child’s class has changed from Grade I to Grade
2, so everything is good...”

School 5, Sangita (Para teacher, F): “...Earlier there was this rule that if a child
fails, then the child is given one more chance, after that the child is not eligible for any
entitlements from the school. This ensured that parents keep a check on children
because otherwise they would lose out the entitlements. This ensured parents regularly

check what the child is doing...”

This reliance on strategies emphasizing parental presence stems from teachers' desire to bridge

the information gap and provide parents with a more accurate picture of their child's
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educational journey. By doing this, teachers aim to foster a collaborative relationship where

parents are better equipped to support their child's academic development.

7.2.2 Teachers’ experience of relying on interactions with parents

To understand teachers’ experiences further, I explored their level of reliance on interactions.
To do this, I asked teachers two questions: the first related to parents’ perceptions about
teachers; and the second, a follow-up, asked if teachers believed that these perceptions of them
could be changed.®* These questions were framed keeping in mind the literature review on
interconnectedness between teacher parent relationship and teachers’ responsiveness (Section
2.5). The review showed that teachers in government schools in India value the appreciation
and respect of the parents and the larger community. In addition to this, interactions with
parents are viewed as mechanisms for teachers to portray their efforts to the parents, in turn
leading to possibility of being appreciation by them, thereby acting as a motivator for the
teachers. The assumption here is that teachers’ initiatives for parental interaction depend on
their assessment of the response they could generate, as well as their trust in capability of

interactions to change parents’ negative perceptions of them.

Teachers were specifically asked what according to them parents think about the school and
the teachers. The responses revealed that teachers were divided on the subject. Some believed
that parents had a negative perception about them and the school; and others believed that

parents who visited the school regularly had positive views.

School 1, Suresh (Regular teacher, M): “In the previous school, when I sometimes
used to talk to the guardians, they used to think that [ am here because there might be

some supervision on-going in the school. This is the view that most parents have...”

School 1, Amit (Regular teacher, M): “Some parents think it [the school] is good,
some do not. Parents usually send their children to school so that they will receive
some things for free from the school. Some parents also send their children for

studying...”

%3 Q9 in the semi-structured teacher interview guide (Appendix A).
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School 2, Rama (Head teacher, F): “You should ask this question to them. They think
that teachers are paid a lot, so they should take care of the child who comes to school.
They think it is extremely easy and we get paid for each and everything. If we are going
and calling children, we are being separately paid for that, if we are doing something
in school, we are specifically being paid for that as well- this is what their mindset is.
If we provide them with pencils from our own money, they think the government must

’

have paid for this. People in the village do not value education because it is free.’

School 3, Rajesh (Head teacher, M): “The ones who do not come to the school, they
think, and this is a very common perception, that there is no learning in government

schools”

School 5, Ameera Khan (Head teacher, F): “...they [parents] think good about me.
They always treat me with respect. I don’t know what they think about education... 1
also invite them properly whenever I have to convey any information, so they treat me

well...”

School 6, Vikram (Regular teacher, M): “Parents, now think that teaching has

’

improved in the school in comparison to previous years...’

While teachers spoke of parents’ negative perceptions, they also acknowledged the problems

within the school system.

School 4, Gaurav (Regular teacher, M): “The main thing is a table and a chair. Children

will only be able to learn once they sit comfortably. Proper learning can only happen if a

child has a desk and a chair...”

School 5, Sangita (Para teacher, F): “In government schools, there is so much time that
gets wasted. First, children come late, then 1-1.5 hours also gets wasted in mid-day meal.
These things don’t happen in private. Over there, if a child is late, he/she is sent back. But
here, if we send a child back, the child stops coming to school...”

I then asked teachers a follow up question to see if they felt that regular interactions with

parents had the potential to change parents’ negative perceptions. While most teachers agreed
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that negative parental perceptions could be changed, they relied on parents to make the visits
to schools to observe infrastructure and ways in which teachers teach. Teachers believed that
once parents visit the school, see the infrastructure, and observe what is being taught, their

perceptions would change.

School 1, Komal (Para teacher, F): “...if we approach the guardians, they support
us, but for those who are not aware and not educated at all, they do not listen to us
and neither do they understand anything. It is difficult to change their perceptions,

how can we!”’

School 1, Suresh (Regular teacher, M): “...see the opinions of parents can be
changed if we regularly interact with them. Main thing is we need to get the parents
in the school. Once they visit the school, they will see the facilities related to food and
education here, sports played, then they will realise things are happening and this will

change their perspective”

School 3, Rajesh (Head teacher, M): “...around 50% parents who are aware think
that the school is good. For those who are not aware, we conduct rallies and ask them
to come to school and see the changes in school. This is how their opinion will

)

change...’

School 3, Arun (Para teacher, M): “...cultural events if organised in schools can
help in changing opinions of parents. Because of the event, the parents will come to
school and see the facilities- they will look at the classroom, if there is a gate, wall

)

painting, place to sit. All these things will help change their opinion...’

School 5, Sangita (Para teacher, F): “...change in opinions will only occur if parents
want it. They should first see what all is taught in the school, if there is any education
being provided in the school or not. They should keep a check. Not only on the schools

but also if children have done work...”

Teachers also believed that a change in parents’ views was an automatic process; that once the
school facilities improved, when free government provisions arrived on time, parents would

also observe these changes. One of the teachers even suggested changing the official policy, to
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make it compulsory for parents to visit the school. This would ensure that parents visited the

school regularly, instead of only once or twice, to collect their entitlements.

School 3, Mohan (Regular teacher, M): “... they [the government] should make such
rules that if the child doesn’t attend school for more than 10 days or if the attendance
is less than 60%, then the child will not be entitled to the benefits received from the

1

government such as meals, or uniform...’

School 3, Rajesh (Head teacher, M): “If the infrastructure improves, the staff is

proper, and guardians are aware, then the quality of education will improve...”

School 6, Vikram (Regular teacher, M): “...The second thing is that it should be
ensured that the children should timely receive the things they are entitled to. For
example: It has been almost end of the year and children have not received their books
vet. Now, the parents who are a little aware, they come and ask us, but we don’t have

any answers...”

Teachers expressed their helplessness and blamed the government for assigning the duties and
responsibilities that divert them from the main activity of teaching children and they feel this
is observed by parents who then form a negative perception about the teacher. This is explained

well by two teachers in the sample.

School 1, Dinesh(Head teacher, M): “...we are educators, and our role is to educate
and assigning us other tasks is wrong. These tasks disturb the teacher. Now let’s say I
am teaching children, now in the middle of the class I sometimes have to go and see
the mid-day meal preparation... Sometimes, there are elections, other times there is
census. All these disturb children’s education because already there is limited time...
teachers also need to take care of the cleanliness of the school, toilet facilities, also

maintain a relationship with the people in the village. Our minds get diverted...”

School 4, Gaurav (Regular teacher, M): “Throughout the day we keep getting
reminders and notices that we need to furnish data. There are some formats where
teachers’ information need to be shared immediately. Such instances don’t occur once,

but 50 times. Sometimes, we have to share the same information again. There are
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programmes such as ‘kaya kalp’ or other programmes and what not. Sometimes it is
written information, sometimes we just receive a message on phone, and we need to
immediately respond. Every other day we need to attend some training like for Mina

Manch, graded learning, now there will be for Nishtha app...”

By describing these responsibilities, teachers point to their helpless situation and reflect
their own inability to bring any change in perceptions of parents, given the reality of

classrooms in the government schools.

Overall, teachers’ experiences with parents have led them to believe interactions have a lower
ability to help teachers in gaining appreciation from the parents. Teachers predict that parents
are less likely to respond, given that they hold negative perceptions about the school. This then,
further discourages the teachers to interact with the parents. In this way, the experiences from
interactions tend to create a loop where teachers do not take initiative predicting a negative
response, which further acts as a barrier in developing a collaborative relationship between the

two groups.

7.3 Exploring the connections between teachers’ experiences and the resulting
possibility of developing a collaborative relationship with the parents

Previously, I demonstrated teachers’ experiences of interactions with parents. For teachers,
maintaining a connect with parents implies focusing on getting parents to formal meetings and
events to convey messages such as the importance of education. In addition, I also
demonstrated teachers’ low reliance on interactions to gain appreciation from parents towards
them and the school. I now move onto untangle how the overall experience of a teacher tends
to shape the relationship forged between teachers and parents. To do this, I draw on the cases
of two head teachers from two different case study schools in the sample. The analysis shows
that teachers’ background and experiences with parents shape their perspectives and ultimately
impact the ways in which they interact with the parents. These detailed case explanations
highlight the complexity of detangling the embeddedness of teachers’ perspectives in their
experiences and how they are linked with the ways in which teacher’s interact with the parents.
It should be noted that these detailed cases in no way are representative of either head teachers

or government schools in general.
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The reason why I chose these two schools (and the two head teachers within it) was that I had
conducted observations of parent-teacher meetings that had been organised at these sites, as
part of the evaluation study®*. My observations of these two head teachers within the organised
parent-teacher meeting provided an opportunity to understand the dynamics of their

relationship with parents.

These two schools were located within the same block, and thus fell within a similar
geographical context. Both these schools were in different villages but were set at a similar
distance from the main city of Sitapur. The two schools and their head teachers represented
extreme opposites in terms of:

1.Their views about benefits from interactions: one believed interactions with parents were
useful for the child, parents, and teachers, while the other believed they were pointless.

2. The forms of interaction undertaken by them: one used both system-mandated and self-

driven interactions, while the other used system-mandated meetings only.

I focused on each head teacher’s background in terms of 1) their reason for choosing teaching;
i1) their experience of interacting with parents in the past. I did this to understand the influence
of their experiences on the interactions that they had with parents. I then related these with the
interactions they undertake with the parents and predicted the relationship they are likely to

form with them.

Case 1: Dinesh (School 1, Head teacher, Male)

Dinesh is a male head teacher and he had been at the school for about 10 years. He chose
teaching because his family, including his grandfather, father and brother had been in the same
profession. He plans to remain in the profession and want to improve his skills to become a

better teacher.

Dinesh’s primary focus is on the overall development of his students. For example: Dinesh
claimed that he regularly visited the village, around thrice a week, to meet parents of children

who had not been attending school. During these visits, he also discussed the child’s health,

64 Observations from these meetings are provided in appendix C.
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and other aspects related to their schooling and education. He believes that parents are happy

to see him:

“...Since I go regularly, everyone in the village knows me. They feel happy that
someone from the school has come for their child. Leaving aside 1-2% guardians,
everyone else gives a good response, they scold their children and motivate them to

attend school every day...”

Dinesh talked about regular SMC meetings and mentioned that the most commonly discussed
topics were those that affected both the school and parents, such as funds that the school had

received, and aspects of children’s education.

Dinesh also stated that that if he received an invitation to an event from a parent or member of
the community, he made sure he attended, which indicated his willingness to engage with his

students’ families, and members of the wider community.

He recollected how his childhood experiences had shaped his beliefs about regular interactions
with parents. Based on this experience, he felt that it was important and beneficial to regularly

interact with the parents.

“When I started my education, my teachers used to visit my house themselves. They
used to come to our place and meet my parents. They used to inquire about my daily
routine such as whether I take a bath every day, whether I share food with my elder
brother and whether I am honest. This is the type of environment in which I have
been educated and these morals have been instilled in me since the beginning. This is
the reason I believe that for a child’s overall success, it is important to interact with

1

the parents...’

He also believed that while parents in the village were happy with the teachers and the
functioning of the school, there were some parents who made comparisons with the facilities
in private schools, such as classroom furniture, computers, and a bus for students to commute

to the school. He was confident that once these things were provided, and teachers were freed
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from other duties, all parents would have positive perceptions of the teachers as well as the

school.

When asked about the best way to stay connected with parents, he reiterated his focus on

children:

“...Best way is through children. Through children, we can convey any message to
the parents. I believe whatever is being taught to the child in class, the child goes
and tells it to someone at home and that’s how anything or any message can be

reached to the families...”

During the parent-teacher meeting organised in the school as part of the activities planned
within the evaluation study Dinesh encouraged parents to raise concerns they may have had
about the school or children’s learning. He also tried to encourage parents to speak, giving

them both the time and the opportunity to express their concerns.

Overall, Dinesh showed that he is actively involved with parents and his actions reflected a
collaborative approach towards parents and an encouragement of dialogue between the two.
He used institutional structures such as the SMC, as well as self-driven interactions to build
and maintain relationships with parents, and to some extent, even the wider community. His
perspectives about interaction with the parents seemed to be shaped and influenced by his own
childhood experiences, in which his father also played an important role. He believed in the
abilities of parents and approached them if he was concerned that the child was not progressing.
His child-centred approach led him to an enhanced level of interaction with student families to
understand the child better, which is one of the main benefits derived from interactions.
Overall, his experiences have shaped his perspectives that interactions with parents are helpful
for teachers and children. This in turn has shaped the ways in which he interacts with the

parents and develop a collaborative relationship with them.

Case 2: Rama (School 2, Head teacher, Female)

Rama is a female head teacher who had been at the current school for about 7 years. She chose

teaching because that was the only option available, and she plans to remain in the profession
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because it is comfortable and convenient to come to school, work throughout the day, and then

leave.

Rama’s focus throughout her interview was on how parents didn’t listen to her. Rama talked
about SMC meetings being a headache, and added that although such meetings were conducted
sometimes, they were of no use. The excerpt below is from Rama’s response to being asked

whether interactions with parents were helpful.

“...In SMC meetings, there are discussions about sending the child in clean uniform,
regularly, parents should take care. But parents themselves are illiterate, what care

will they take of their children.”

Rama’s opinions about parents and her perspectives about how parents feel about her or other
teachers in the school were not positive, and she believed that interactions did not bring any

benefits.

“...We conduct meetings and often tell them [parents] so many things. But they don’t
listen at all. They just want to know how they will benefit. Today, if I tell them they

will get a sweater, so everyone will come, but otherwise no one will...”

In terms of children’s learning, Rama held the belief that children's learning is the responsibility
of teachers as long as the child is in school. After that, she stated that it does not matter what
the child did. She gave an example of a girl whose mother had not been sending her to school
because the girl lost a pencil every day. Citing this case, Rama concluded that the parents
weren’t bothered about their child’s education at all. At the same time, she mentioned how
despite her efforts to distribute notebooks and pencils to children from her own salary, parents

still do not listen to her.

“...They [parents] think it is extremely easy and we get paid for each and everything.
If we are going and calling children, we are being separately paid for that, if we are
doing something in school, we are specifically being paid for that as well- this is
what their mindset is. If we provide them with pencils from our own money, they

’

think the government must have paid for this...’
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When asked about the best way to stay connected with parents, she stated that interactions were

not a viable option for stimulating any meaningful discussion with the parents.

“...This is of no use. No point of engaging with these people- we have not done that
before; we will not do it now...’

Rama’s beliefs about parents are also reflected in her indifferent attitude towards the parents

and a belief that often parents make excuse for not looking after their children.
“... we do not have any problem with the parents, even if they are not aware and they
do not listen to us, let them be. We have nothing to lose. We come here, teach. That is
enough...”

When invited for celebratory events, she stated

“No, we don’t go. The invite is sent but we do not go. Is it necessary that since they

have called, we are supposed to go? We do not”

Rama’s case represents that of a teacher with a compliance-driven mindset. During her

interview, she claimed that all her paperwork related to the school was always in place.

“I do not sit idle in the school ever. My registers are always complete. I finish each

works’ day.”

When asked if she would be willing to conduct a meeting with parents in the school, she said:

“...call them [parents] if you want to. It will be nice if they come. We can treat it as

our SMC meeting.”

During the parent-teacher meeting, Rama engaged in one-sided conversation in which she
raised issues about the lack of care these parents had for their children. After the meeting, Rama
was observed getting all the parents’ signatures on a register. This indicated that Rama’s

motivation to participate in the activity was to fulfil the official obligation of conducting a
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meeting rather than considering it as an opportunity to involve parents and discuss problems

with them.

Overall, this case shows that Rama’s negative perceptions about parents prevented her from
interacting with them in the same way as Dinesh. She had restricted herself to compulsory
interactions, that were a requirement of her role. Given her negative perceptions and less-than-
positive experiences, Rama’s interaction with parents was limited. She used the opportunity
created by the evaluation study to merely convey a few messages and get parents to sign the

register, instead of engaging them in discussions or seeking their opinions.

The cases of Rama and Dinesh shows how the perspectives of these two teachers differed based
on their past experiences, and how these in turn affected the ways in which they interacted with
parents. In the case of Dinesh and Rama, their contrasting experiences influenced their
interactions with parents. Both used the opportunity provided by the evaluation study in
different ways: the former, to genuinely work to build better relations with parents, and the
latter, to use it merely as a box-ticking exercise. Given this, Dinesh is more likely to develop a
collaborative relationship with parents while Rama is more likely to develop a formal

relationship devoid of trust, dialogue and discussion.

7.4. Concluding remarks

In this chapter I explored teachers’ experiences of maintaining connectedness with the parents.
I did this by analysing teachers’ preferred ways of interacting with the parents. Teachers' choice
of strategies to maintain connectedness with parents indicates their understanding of what
parents' value. This has been influenced by their experience with parents where in the past,
teachers try to close the information gap and provide parents with a more accurate picture of
their child's educational journey. By doing this, teachers aim to foster a collaborative
relationship where parents are better equipped to support their child's academic development.
However, the one-sided information flow and presence of parents instead of participation does
not create a collaborative relationship. Teachers' experiences with parents limited
accountability and reduced interest in education hinders the development of a collaboration

and reduces the likelihood of teachers being responsive to parents.
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Furthermore, the analysis revealed that the majority of teachers do not depend on interactions
to alter parents' negative perceptions about teachers. Despite valuing parental appreciation,
teachers' experiences have shaped their belief that interactions are unlikely to bring about
desired changes in how parents perceive them. As a result, teachers attach less significance to
parents, predict that parents are less likely to respond, which further discourages the teachers
to interact with the parents. In this way, the experiences from interactions tend to create a loop
where teachers do not take initiative predicting a negative response, which further acts as a

barrier in developing a collaborative relationship between the two groups.

Given these sentiments, I described two cases to draw connections between teachers’
experiences and their interactions. These cases highlight how two teachers used same
opportunity to connect with parents in very different ways. It also showed that teachers’ overall
experience including their own background shape their perspectives about parents and
decisions on parental interactions with them. Overall, these negative experiences have
consequences on the sustainability of interactions between teachers and parents. Given their
negative experience, teachers may become less responsive to parents and their relationship may

become strained or even unsustainable.
In the next chapter, I bring together the findings from all three research questions to discuss

what these mean in terms of understanding the relationship between teachers and parents within

social accountability in education.
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Chapter 8. Discussion
8.1 Introduction

This thesis builds on the argument that to increase teacher accountability to parents, it is
important to understand the perspectives of teachers about their relationship with parents and
identify whether such relationships encourage collaboration between the teachers and parents.
Such a relationship can be understood through the ways in which teachers interact with the
parents on a regular basis and how they perceive their own as well as parents’ role in such
interactions. The significance of this relationship stems from the concept of social
accountability which is seen as one of the ways through which linkages between citizens and
service providers as well as local governments can be strengthened to improve overall public
service delivery outcomes. One of the main building blocks of such a conceptualization of
social accountability in education is based on building coalitions between different
stakeholders (Malena et al., 2004). However, there is limited evidence base in case of
developing countries including India on relationship between parents and teachers and how the
type of relationship may affect the responsiveness of teachers towards parents’ demands
created within the realm of social accountability in education. Understanding of this
relationship adds to our knowledge of micro-context within the social accountability
mechanism which helps in unpacking the mechanisms that lead to success in social
accountability initiatives through increased responsiveness of service providers to parents

(Joshi, 2014).

This research set out to explore the nature of relationship between teachers and parents from
the perspectives of the teachers teaching primary schools in rural Sitapur, India. Specifically,
it explored a) the perspective of teachers on the opportunities they have and the forms they use
to interact and build collaboration with the parents; b) their perspectives on benefits of
interactions and expectations from parents; c) the linkages between teachers’ experiences and
the type of relationship forged between them and the parents. Chapter 5, 6 and 7 presented the
analysis separately for each of the above research question. This chapter discusses the findings

from the three chapters and how these relate to the existing literature on social accountability.
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8.2 Formal institutional channels as well as informal channels provide opportunities to
interact, but teachers’ perspectives on these opportunities indicate limited scope of
collaboration.

The first research question in the thesis addressed “What are teachers’ perspectives on the
opportunities they get to interact with the parents?”. The purpose of this question was to
understand how teachers perceive the opportunities of interactions and if these help to build a
positive collaborative relationship between teachers and parents. Within this, I explored the not
just the opportunities, but also various forms of interactions undertaken by teachers, reasons
for these interactions and identified the possible factors influencing the interactions that
teachers have with parents. The argument was that when teachers have more opportunities to
interact with parents, they are more likely to develop an understanding of the concerns and
perspectives of parents. Further, regular interactions with parents can also help teachers to build
trust and establish a positive relationship with them. This combined can lead to increased
teacher responsiveness to parent concerns. Additionally, more opportunities to interact with
parents can help teachers to monitor student progress more closely and provide targeted support
to students who may be struggling. All of these can contribute to development of a
collaborative relationship between teachers and parents and can help teachers to become more
responsive to the needs and concerns of parents within social accountability mechanism.
However, the overall findings from the analysis revealed that even though several opportunities
exist for teachers to interact with parents, the ways in which teachers utilise them determine if

these could build a collaborative relationship with parents.

8.2.1 Teachers exhibit compliance-driven orientation towards system-mandated

interactions with parents.

The findings from the interviews on opportunities that teachers have to interact with the parents
revealed that existing interactions can be categorised into system-mandated interactions, self-
driven interactions and parent-initiated interactions. Of these, the first category relates to the
institutionalized channels of interactions, such as SMC meetings, and occasional references to
cultural events and rallies to increase enrolment. Within these, the most mentioned interactions
were the SMC meetings. While teachers claim that these meetings are conducted on a regular
basis in the school, these were often restricted to only a few members and with those who are

held responsible on paper, such as the head of the SMC member. This indicates the compliance-
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driven nature of these interactions. In addition, teachers' disappointment and proactive
measures taken to ensure parental attendance underscore a strong emphasis on fulfilling
attendance requirements. Their expressed need to wait for parents and the challenges
encountered when parental attendance is lacking further reinforce this compliance-oriented
perspective. Such an attitude tends to restrict the opportunities for teachers and parents to build
a positive collaborative relationship with parents since these interactions seem to largely lack

this crucial element of dialogue between the two groups.

This finding highlights a potential limitation in the institutionalization within social
accountability in education. Despite the existence of formal, system-mandated interactions
between parents and schools, the focus seems to be more on ensuring parental presence rather
than fostering genuine collaboration and dialogue. This suggests that the institutionalization of
social accountability in education may not be effectively translating into meaningful
engagement and involvement of parents in the decision-making and improvement processes.

The emphasis on compliance in these mandated interactions, rather than building a true
partnership with parents, indicates a disconnect between the formal mechanisms of social
accountability and the desired outcomes of improved educational service delivery. It suggests
that there may be a need to critically examine the institutionalization of social accountability
in education and ensure that it goes beyond compliance-driven interactions to genuinely
empower parents and contribute to improved educational outcomes. This compliance-driven
nature of interactions resonates with the findings from Dyer, Jacob, Patil and Mishra (2022)
which points to how the various platforms existing across government as well as low-fee
paying private schools in India are state-driven and often, instead of encouraging meaningful
discussion about children’s learning, are seen as box-ticking exercise and a way to track
children’s attendance. The accounts of teachers provided in their study show how SMCs are
conducted in “in light of legal and habitual norms of bureaucratic management, such that it
apparently functions — yet without meaningful community connection” (Dyer, Jacob, Patil &
Mishra, 2022, p.9). Additionally, daily diaries in private schools act as a written record of
fulfilment of teachers’ obligations to ‘communicate’ with the parents (p.12) since most parents

in these locations just sign these off without being able to read it.

Additionally, this finding adds to the discussion on creation of spaces within social
accountability initiatives by Aiyar et al., 2009. In their study, the authors highlight the

importance of creating formalized structures, processes, and mechanisms that enable citizens
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to actively participate in decision-making, monitoring, and evaluation of public programs and
services. The paper emphasizes that institutionalization goes beyond the mere existence of
legal frameworks or policy mandates. It requires the establishment of platforms and spaces that
facilitate citizen engagement, dialogue, and feedback, as well as capacity building among
citizens to effectively participate in these processes. They also stress that the success of social
accountability initiatives hinges on citizens' ability to hold service providers and government
agencies accountable for the delivery of quality services. The finding from the teacher
interviews in the thesis further builds on the argument and highlights that creation of spaces
also need to take into consideration the perspectives of service providers for institutionalization
to become relevant factor influencing social accountability initiatives. The finding from the
thesis further contributes to this argument by emphasizing the importance of considering the
perspectives of service providers, in this case, teachers, when creating spaces for
institutionalization. This highlights the need to incorporate the viewpoints and experiences of
service providers to ensure that the institutionalization can help teachers in building a
collaborative relationship with parents and thereby, increase the likelihood of responsiveness

to parents’ concerns within the mechanism of social accountability.

8.2.2 The self-driven interactions convey teachers’ intentions to develop familiarity with

the parents and their commitment to maintain connections with parents.

The second form of interactions revealed during the interviews are the ones that teachers
undertook in addition to the system-mandated interactions because the outcomes derived from
them were considered valuable. These self-driven interactions extend beyond formal
mechanisms and encompass social obligations. Teachers attend personal events and engage
with community members voluntarily, illustrating their commitment to maintaining
connections with parents through establishing greater familiarity with them. These efforts
contribute to a positive environment and demonstrate a willingness to actively engage with
parents outside of their official roles. These interactions also include instances of teachers
trying to build connectedness with the parents by making visits to their homes. These forms of
interactions indicate that teachers realize that understanding the child’s challenges often
requires contacting parents as the reasons for difficulties may be found within the family
context. These discussions demonstrate a collaborative approach, where teachers seek parental

insights to identify and address obstacles to their students’ education.
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One aspect of these self-driven interactions is the teachers' intention to develop familiarity with
parents and gain insights into the problems they face. By making efforts to establish "jaan
pehchaan” (getting to know each other better), teachers aim to foster a sense of connectedness
and mutual understanding. This highlights their belief that increased interactions contribute to
building stronger bonds with parents. Consequently, these self-driven interactions are
opportunities that teachers create themselves voluntarily and hence, within such interactions it
is more likely that teachers are more responsive to the parents’ concerns. This can help teachers
to become more responsive to the needs and concerns of parents. However, such self-driven
interactions are time-consuming and require some experience. While Dinesh set a good
example, it is important to see this in relation to the overall situation in his school, as well as
his background and experience within the teaching profession. Apart from him and his role as
head teacher, this school had five other teachers to look after five standards/classes. This
provided Dinesh with the time to make regular visits to the village during school hours. This
was difficult in other schools which didn’t have enough teachers. In addition to this, not only
did he have over 20 years’ experience, but he also belonged to a family of teachers (his father
and brother both are teachers) who may have provided informal guidance on the means and
benefits of interacting with parents, thus, contributing to his overall approach. Similar

situations, however, were not shared by other teachers in the sample.

Self-driven interactions were also carried out naturally, as in the case of para teachers who
lived in proximity to the school, and thus their students’ families. Two of them in the sample,
teachers 4 & 10, mentioned the comfort level that existed between parents and themselves.
While these teachers didn’t consciously interact with the parents to build connectedness, their
perspectives indicate the importance of developing familiarity with parents to form a certain

level of trust, which is one of the main features of a collaborative relationship.

8.2.3 Parent-initiated interactions constrain the development of collaboration due to

teachers’ pre-conceived notions.

Examining teachers' perspectives on interactions with parents shed light on the formation of
collaborative relationships between the two parties. Parent-initiated interactions, as the third
form of interaction, often seemed to encounter obstacles due to teachers' pre-conceived notions.
These notions are shaped by the reasons for which parents approach the teachers. Negative

perceptions arise when parents approach teachers to lodge complaints or engage in disputes
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regarding government provisions or disciplinary matters. Such interactions are largely received
with dissatisfaction by teachers, who perceive them as additional responsibilities and struggle
to manage these situations without sufficient support. Furthermore, interactions centred around
complaints about entitlements, such as the lack of free provisions like books and uniforms,
leave teachers feeling helpless and lacking agency. As these entitlements are beyond their
control and handled at the block level, teachers express reluctance to encourage such forms of
parent-initiated interactions. In contrast, parent-initiated interactions related to checking on
their child’s progress or attending school meetings are viewed positively by teachers, albeit
occurring rarely. Teachers categorize parents who initiate such interactions as ‘aware,” and

they attribute better academic performance to children whose parents are actively involved.

The National Education Policy, 2020 in India places the responsibility for working in
collaboration with the parents on both teachers and parents (Gol, 2020, p.21) but emphasises
the importance of positive views of teachers on parent-initiated interactions. When teachers
view parent-initiated interactions as positive, it provides encouragement to the parents to
approach the teachers. However, when viewed negatively, teachers are likely to detest these
initiations by parents. This negative attitude of the teachers can have a multiplier effect in rural
locations, further pushing away parents belonging to disadvantaged backgrounds, who would
benefit the most from communicating with the teachers. This is because, often these parents
are neither aware not confident in approaching the teachers, who are more educated and have

a higher socio-economic status.

Similar consequences have been observed by authors focusing on perceptions of teachers about
parental involvement in both developed and developing countries (Suoto-Manning & Swick,
2006; Hoover-Dempsey et al., 2005; Ashraf et al., 2015, Ahmed, Ronkd & Peréla-Littunen
2021; Barton, Ershadi & Winthrop, 2021). These studies have highlighted the fact that when
parental involvement in schools is seen as an interference by the teachers, it can have negative
effects on the interactions between parents and teachers as well as on children’s learning. This
is because teachers’ negative attitudes have the potential to create a self-fulfilling loop which
could further discourage parents from communicating with them. When parents feel that
teachers are not receptive to their concerns, they are less likely to approach teachers with issues
related to their child's education. This, in turn, can lead to a decrease in likelihood of teacher

responsiveness to parent concerns.
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A lack of teachers’ agency and control over entitlements lead them to resent parent-initiated
interactions. A straightforward solution to this, as also pointed by the teachers is to ensure an
overall improvement in quality of education in government schools. Such a change is warranted
and necessary. However, another solution could be to bring a change in culture of teacher
parent interactions where teachers are encouraged to share problems with the parents. This can
result in teachers becoming more open to listening to the parents and thereby, becoming more
responsive towards their concerns. Such a change can be brought through training of teachers
and sharing positive cases where sharing problems have led to possible solutions instead of

conflicts.

8.2.4 Para teachers are a useful resource to support collaborations between teachers and

parents.

Three types of teachers, head teachers, regular teachers, and para teachers, were deliberately
included in the sample owing to the different roles they played within the school, and the
different ways in which they might relate with students’ families. The head teachers in our
sample played a significant role in carrying out interactions with parents. This is in line with
their official roles and responsibilities that include handling overall functioning of the school
(Ramachandran et al., 2016). In my sample, there were 2 female and 3 male head teachers
across six schools. All of them had to juggle multiple responsibilities ranging from teaching to
organisation and coordination of multiple activities such as midday meals, distribution of
entitlements, maintenance of records, to ensure the smooth running of the school. These
multitudinous tasks, combined with staff shortages, meant that regular interactions to build
connectedness were considered a low priority and were thus rarely observed in the sample.
This was possibly despite seeing the potential value in these interactions and a general sense

of willingness to interact with the parents.

Against this backdrop, the role of para teachers seems invaluable. They usually belonged to
the same village in which the school was located. In our sample, 2 out of 6 para teachers stayed
in the same village and 2 had lived there in the past. Overall, para teachers seemed well placed
to build collaborations between parents and schools. These para teachers seemingly had
informal connections with the parents of the children they teach since they shared the same

background and lived close by.
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Para teachers in the sample also supported female head teachers who couldn’t go into the
village to meet student families (school 3, Arun). They also helped gather information about
parents in the village (school 1, Komal) and believed that being part of the local community

acted in their favour when building a rapport with students’ families through casual interaction.

A key finding is that the role of para teachers is underestimated. Living in the same
geographical context and being a part of the community means that they are more likely to
understand parents’ problems and can possibly spend more time with them. However, most
para teachers' statements reveal that they are not involved in official organised meetings such
as the SMC. Consequently, their interactions with parents were largely restricted to informal
encounters, or while acting as messengers on behalf of head teachers. However, given their
existing forms of interaction with parents, they offer the best opportunity for schools to build
better relations with parents. Hence, para teachers’ efforts need to be recognised and they
should officially be assigned responsibility for interacting with parents, while head teachers

could be assigned a supervisory role in these relationships.

Overall, the discussion on teachers' perspectives on the opportunities they have to interact with
parents indicates a bleak possibility of collaboration. The results reveal that the formal
mechanisms for engaging parents and teachers encompass institutionalised channels such as
school management committee meetings (SMC), parent-teacher meetings, cultural events, as
well as informal forms of engagement initiated by parents themselves. When social
accountability mechanisms are institutionalised, they become an integral part of the formal
system and processes within education governance (Malena et al., 2004). The
institutionalisation of social accountability in education entails the existence of formal policies,
laws, regulations, or structures that recognise and support citizen involvement in monitoring
and improving education service delivery. This can enhance the sustainability and effectiveness
of social accountability mechanisms by integrating them into the routine functioning of the
education system. However, the findings indicate that despite the regularity of mandated
interactions, they do not effectively involve parents in schools as they tend to be compliance-

driven rather than fostering collaboration with parents.

Additionally, the findings from this research question highlight that while teachers have
opportunities that enable them to interact with parents, the nature of the resulting relationships

is likely to be determined by teachers' perspectives on these opportunities. Although
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institutionalisation plays an important role in social accountability, how teachers use these
channels significantly influences their purpose and outcomes. Similarly, teachers' avoidance of
meeting parents due to their own pre-conceived notions about them hinders the development
of a relationship between the two groups. Consequently, this reduces the chances of building a
collaborative relationship where parents are included and engaged in regular conversations and
making teachers unresponsive to parental demands and voices. Finally, self-driven interactions
show promise in fostering connectedness and making teachers responsive to parents. However,
these interactions are rare due to their time-consuming nature and often are dependent on the
gender of the teacher and availability of staff to teach in school. To undertake such interactions,

teachers seem to have insufficient support available.

These findings aligns with Joshi’s (2014) emphasis on unpacking the micro-context and the
macro context within social accountability. Within the macro context, it becomes evident that
institutionalisation plays a crucial role within social accountability in education. The formal
mechanisms for engaging teachers and parents, such as the SMC meetings, parent-teacher
meetings are the institutionalised channels within the education system. However, the findings
suggest that these mandated interactions tend to be compliance-driven and do not effectively
involve parents in a way that leads to a collaboration. This aligns with Joshi's emphasis on
unpacking the micro-context, as the nature of relationships between teachers and parents is
influenced by teachers' perspectives on these opportunities for interaction. Additionally,
findings also highlight that teachers' avoidance of meeting parents based on their pre-conceived
notions hinders the development of a collaborative relationship which has implications on
motivation for citizen action emphasised within the framework proposed by Joshi. Finally, the
rare self-driven interactions between teachers and parents show promise in fostering
responsiveness, but their occurrence is limited due to time constraints and other factors like
teacher gender and availability of staff. These combined highlight how the findings relate to
Joshi's study on unpacking the micro and macro contexts within social accountability initiatives
which provides a useful framework for understanding the relationship between teachers and
parents within the thesis. It highlights the significance of institutionalisation, the functioning
of formal structures, teachers' perspectives on opportunities for interaction, and the role of self-
driven interactions in fostering collaboration and responsiveness within social accountability

mechanisms in education.

182



8.3 Teachers show a willingness to work in collaboration with parents, but their stated
approaches to interactions do not show signs of connectedness.

The second research question aimed to understand the willingness of teachers to interact with
the parents and form a collaborative relationship. To do this, I explored teachers’ perspectives
on the benefits derived from interactions and their expectations from parents. Within teachers’
perceived benefits of interactions, I also reflected on the implied barriers to interactions. Within
expectations from parents, I reflected on the roles that teachers assign to parents in relation to
children’s learning. These perceived benefits play a key role in determining teachers’
willingness to interact with the parents and initiate formation of a collaboration with them. The
assumption is, if teachers perceive that interactions with parents are beneficial, they will be
more willing to engage in these interactions. On the other hand, if teachers do not see the
benefits of interacting with parents, it may indicate a more distant or even adversarial

relationship between teachers and parents.

Similarly, forming a collaboration requires a teacher who is willing and trusting of the ability
of parents and supports them to become more involved in the school. Positive expectations can
serve as a catalyst for open communication, shared decision-making, and a sense of
connectedness between teachers and parents. Teachers with positive expectations are also more
likely to see the potential benefits of parent involvement and view interactions as opportunities
for meaningful dialogue and collective problem-solving. Conversely, negative expectations
can create barriers to effective communication and hinder the establishment of a collaborative
relationship. If teachers perceive parents as uninterested or unresponsive, they may be less
motivated to initiate interactions or involve parents in decision-making processes. This can
limit the potential for teachers responding to parents’ demands and concerns within social

accountability.

The analysis in chapter 6 revealed that while teachers acknowledge the benefits that
interactions with parents can bring, they still consider these interactions as a low priority task
since they are unable to achieve the perceived benefits. A closer look into the forms of
interactions and expectations of teachers from parents helped in unpacking these perspectives
further. A number of implications are derived from these results which I explain in the

following sub-sections.
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8.3.1 Misalignment between teachers' theoretical perspectives and reported approach to

interact with the parents.

Teachers' perspectives on the benefits derived from interactions with parents reflect their
theoretical understanding of what interactions should achieve. However, their desire for active
involvement is not reflected either in the ways in which they report about approaching parents

or in their expectations from them.

Teachers described the perceived benefits that could arise from regular parental interactions.
These can be divided into two categories; those related to the child and teachers and those
related to parents and teachers. The stated benefits related to the child and teachers included
improvement in children’s attendance in the school and enabling the teachers to gain insights
on what the child does at home. These help the teacher in better assessment of the child and
adapting the way they teach. The benefits related to the parents included building
connectedness with the parents, creating parents’ interest in school and increasing parental
involvement with the child. Teachers stated that such interactions with parents would lead to
greater parental help and support for them and the school, expressed through parents listening
to them and treating school as their own. These perspectives on how interactions with parents
can be beneficial reflect that teachers have a good theoretical understanding of interactions
helping in building a collaboration. However, in practice, majority of the teachers did not think
of approaching the parents in case a child in their class is facing learning difficulties. Instead,
most teachers attempt to solve the problem of students' poor learning outcomes themselves,
using various strategies such as peer learning or providing differentiated work. Additionally,
teachers tend to blame parents for not being able to realise the benefits. When teachers do not
perceive significant benefits arising from interactions with parents, they may develop negative

expectations about future interactions and regard interactions as a low-priority task.

Both the quantitative teacher survey as well as the qualitative interviews showed that teachers
believed in a shared responsibility of children’s learning. The qualitative interviews further
explored the kinds of responsibilities teachers see for themselves as well as for parents.
However, when a student wasn’t performing well in their class, most teachers didn’t discuss
the problem with parents. Instead, they adopted various pedagogical strategies, such as mixing
struggling students with those who were better learners; and teaching according to the child’s

level of understanding. Only 3 out of 17 teachers referred to parents in their response. The

184



reasons cited for contacting parents included identifying reasons for learning difficulties within
the family context, emphasizing the importance of parental support, and addressing issues
related to irregular attendance. This is similar to the responses from the quantitative teacher
survey, in which only 6.6% of 1,852 teachers held discussions with parents when a child wasn’t
learning. This preference for internal problem-solving by teachers could stem from a belief in
their professional expertise and their responsibility for facilitating learning within the school
setting. It also suggests that teachers may see parental involvement as secondary or

supplemental to their own instructional efforts.

These findings also align with the various expectations that teachers have from parents. These
expectations include ensuring the child attended school regularly, checking the child’s
homework and making sure they revised, ensuring the child had the necessary resources (e.g.,
notebooks and stationery), and making regular visits to the school. Most teachers felt that
sending the child to school regularly was the most helpful thing parents could do, because they
linked attendance to learning outcomes. These findings show that while teachers believe in
shared responsibility of children’s learning, the functional roles they assign to parents indicate
low expectations from them and limit the interactions merely to the transfer of information,

rather than collaboration.

The mismatch between teachers’ desire of forming a connectedness with the parents and their
reported approach to involving them makes it challenging for teachers to achieve the intended
benefits of collaboration and connectedness. As a result, they tend to prioritise interactions with
the parents at a lower level. Although teachers have a theoretical understanding of how
interactions can be beneficial, in practice, they primarily approach parents only for specific
tasks and only seek opportunities to interact when related to those tasks. This limited role may
lead teachers to perceive parents as less influential or engaged in their children's education,
thereby reducing their motivation to actively respond to parental demands. In addition, the lack
of realisation of benefits can demotivate teachers from actively engaging with parents and
responding to their concerns. As a result, teachers may prioritize other tasks over interactions
with parents, considering them low-priority and further reducing their willingness to form
collaborative relationships and likelihood of responsiveness of teachers to parents within social

accountability.
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8.3.2 Teachers seem to be unaware about what is required to build a collaboration with

parents.

While teachers describe the potential benefits of interacting with parents, they also blame a
lack of parental responsiveness to their efforts as the reason for not being able to realise the
expected benefits. The mapping exercise of what teachers perceive as the benefits of
interactions with the forms of interactions undertaken by them (section 6.2.2) reveals that
teachers relying on only system-mandated interactions do not experience any benefits from
interactions with the parents. Additionally, despite undertaking a combination of different
forms of interactions, some teachers are not able to realise the benefits completely. These
teachers tend to blame the parents’ lack of responsiveness to their efforts. This tendency to
blame the parents has been documented in other studies in India. For example: Brinkmann
(2015) focused on teachers’ learner-centred beliefs to understand their connections with
teachers’ pedagogy practices. She explored teachers’ beliefs around why some students did
badly or failed to learn. 46% of teachers cited family-related reasons, such as a lack of parental
support, problems within the family and household chores; and 33% of teachers mentioned
child-related factors, such as low intelligence and learning disabilities. Only 8% believed it
was their fault for not effectively performing their role to ensure all children learned. Similarly,
in their study on teachers’ time on task and their practices across three states in India (Madhya
Pradesh, Uttar Pradesh and Andhra Pradesh), Sankar and Linden (2014) explored teacher
perceptions of the teaching-learning process in both government and private schools. They
showed that teachers blamed parents for students’ lack of learning, specifically the lack of
parental interest. Sinha, Banerji and Wadhwa (2016) also explored teacher beliefs in their study
on teacher performance in Bihar. More than half the teachers in their sample blamed parents
for children’s failure to learn. A similar outcome was observed by Bhattacharjea, Wadhwa and
Banerji (2011), who showed that often, teachers in government primary schools, especially in
rural areas, believed that they, and the schools, were doing the best they could, thus absolving

themselves of any blame for poor student performance.

Given this, the interpretation of Table 9 in chapter 6 indicate that teachers do not acknowledge
their own role in creating an environment to encourage parental involvement. Since teachers
continue to employ multiple forms of interactions with the parents, they tend to believe they
are doing their best. This finding has several implications. First, the current forms of

interactions undertaken by the teachers fail to effectively involve parents in children’s
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schooling and education. Second, despite showing a desire to involve parents in children’s
education, teachers are unable to do so indicates their limited understanding of effective
strategies that can foster productive parental involvement, hindering the potential for
collaboration. Third, teachers’ reliance on parents for interactions contributes to further

reduced responsiveness of teachers to parents.

The way in which teachers view parents’ role acts as a contradiction to the holistic perspective
of shared responsibility for children’s learning envisioned by Indian policy makers. For
example: The National Curriculum Framework (2005) advises teachers to invite community
members (which includes parents) into schools to share their knowledge and experiences. The
policy document states that:

The participation of the community in the child’s world of education and learning should allow
for the community to:

1. Transfer oral history (dealing with folklore, migration, environmental degradation,
traders, settlers, etc.) and traditional knowledge (sowing and harvesting, monsoons,
processes related to traditional crafts, etc.) to children, while the school encourages
critical reflection wherever it is required

2. Influence the content of subjects and add local, practical, and appropriate examples

3. Support children in their exploration and creation of knowledge and information

4. Support children in their practise of democracy through their participation in

information generation, planning, monitoring and evaluation with local governments
and schools

Monitor the realisation of children’s rights as well as violations of these rights
Participate in addressing the constraints faced by children

Participate in setting criteria for vocational training

© =N W

Enable the village to become a learning environment for children realising the concept
of the ‘village as a school’.

(NCERT, 2005)
Although the above framework emphasises the importance of working together with the

community members, neither the framework nor the NEP (Gol, 2020) actually provides

teachers with strategies they could use to create such involvement.
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In terms of relating the teachers’ perspectives about parents with building a collaborative
relationship with them, Goodall and Montgomery (2013) provide useful starting points for
placing schools in relation to parental involvement with them. They suggest that parents and
teachers need to work together and each need to recognise the value of the other to support
their children’s development and learning. This invokes dialogue between the two and could
potentially lead to a collaborative relationship. However, the existing perspectives of teachers
about the parents’ role in children’s learning leads them to limit the discussions they have with
the parents. Such a role construction undermines the potential of these discussions to lead to
collaborative partnership between teachers and parents because teachers tend to only
communicate their expectations through interactions with the parents, rather than encouraging
more involvement of parents and creation of a space for dialogue. Furthermore, teachers'
insufficient knowledge about their own roles and strategies further constrains their reliance on

interactions with the parents.

The lack of realisation of benefits has given teachers strong reasons to expect future
unsuccessful interaction, leading them with little motivation to continue the same. The
tendency of teachers to assign interactions as a low-priority task implies that teachers are less
willing to interact and form a collaborative relationship with the parents. However, to break
this cycle, it is important to ensure teachers achieve the benefits of such interactions, which
could encourage them to willingly initiate a collaborative relationship with parents. These
findings need to be viewed in terms of Joshi and McCluskey (2018) work that focuses on
pressures to the public officials emerging from below through citizen actions seeking
responsiveness from the public officials. It states that “Engagement with citizens can transform
public officials’ perceptions of citizens’ claims and their legitimacy. Through repeated
interactions that demonstrate integrity, they can earn each other’s trust. If this trust exists,
public officials will be more willing to ‘stick their neck out’ for citizens” (Joshi & McCluskey,
2018, p.8). In context of this research, this implies that one of the consequences of these
findings is that a lack of parent response has led teachers to form negative perceptions about
parents and discouraged the teachers from making further efforts to improve interactions. This

in turn reduces the opportunity to build trustful relationship between these two groups.

While positive expectations from interactions can serve as a catalyst for open communication,
shared decision-making, and a sense of connectedness between teachers and parents, the

findings from the above analysis shows that teachers are less motivated to initiate interactions
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and build a collaboration with the parents. These findings indicate that teachers' responsiveness
to parents' concerns within social accountability may be affected by their lack of knowledge
about own role and uncertainty about effective strategies for engagement. By providing support
to enhance teachers’ understanding of their own role can enhance their relationship with the
parents, it is possible to increase the likelihood of their responsiveness to parents’ concerns
within social accountability mechanism. Additionally, efforts should be made to promote
positive perceptions of parents through professional development programs, training, and
supportive school environments. By nurturing positive expectations, teachers are more likely
to engage in interactions with parents, build trust, and develop a collaborative relationship that

fosters student success and promotes social accountability in education.

The above findings can be related to the explanations given by Joshi (2013). She emphasises
the importance of service providers’ responsiveness within social accountability. She questions
the assumptions made within social accountability mode, such as the belief that exposure of
poor performance will always lead to greater responsiveness from service providers. Instead,
Joshi suggests that provider responsiveness can vary, and there might be cases where providers
are immune to the exposure of poor performance or lack the capacity and resources to respond
effectively (Joshi, 2013). The analysis of teacher responses echoes this argument that teachers
may not always be responsive to citizen voice. Additionally, the analysis emphasises the
importance of enhancing teachers' understanding of their role within interactions and nurturing
expectations from parents that reflect an equal partnership. These findings align with Westhorp
et al. (2014) recommendation of the need to leverage social capital to engage reluctant
providers. They recommend involving a diverse range of actors (citizens, service providers,
civil society), building trust and open communication within social accountability initiatives.
By creating a collaborative interaction channel, where teachers actively seek parental
involvement and value their opinions, the likelihood of collaboration and responsiveness within

social accountability mechanisms can be increased.

8.4 Teachers’ experiences of interactions with the parents tend to determine how their
relationship will evolve over time

The third research question in the thesis addressed “What do teachers' experiences of
interactions with the parents convey about the relationship between the two groups?”. The

purpose of this question is to understand the interconnectedness between experiences,
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perspectives and relationship forged between teachers and parents. Within this, I explored
teachers’ stated preferences of maintaining connectedness with the parents. I also explored
teachers’ experiences of interactions by analysing the extent to which they rely on interactions
to change parents’ views about the teachers. These views were important since, the literature
review (section 2.5) pointed that teachers value respect and appreciation from the parents. To
unpack the interconnectedness between experiences and perspectives of teachers, I also
expanded on case studies of two head teachers, who were a part of the larger evaluation study.
I examined the ways in which they use the opportunity of collaborating with the parents and
highlighted what this conveys about the relationship they are likely to build with parents, which

in turn tend to influence the experiences they will share with the parents.

The argument was that teachers with positive experiences will be more willing to give parents
an opportunity, more likely to provide a platform to parents to voice their concerns, and thus,
be more responsive to parents. Such positive experiences would mean a possibility of building
a collaborative relationship between teachers and parents. Within such a relationship, teachers
will more likely be responsive to parents' concerns and suggestions in the future and sustain a
positive relationship. On the other hand, if teachers have negative experiences, they may
become less responsive to parents and the relationship may become strained or even

unsustainable.

The findings from the analysis reveal that teachers’ experiences of interactions have made them
believe that the ways in which they interact with parents is sufficient to enable connectedness
with parents. This is because for teachers aim to foster a collaborative relationship by sharing
information with the parents. However, the one-sided information flow and focus on presence
of parents instead of participation does not create a collaborative relationship. Such an
approach implies the possibility of teachers witnessing not-so-positive experiences of
interactions with the parents. As a result, teachers attach less significance to parents, predict
that parents are less likely to respond, thereby, discouraging the teachers to respond to parents.
In this way, the experiences from interactions tend to create a loop where teachers do not take
initiative predicting a negative response, which further acts as a barrier in developing a
collaborative relationship between the two groups and reducing the likelihood of

responsiveness of teachers to parents.
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8.4.1 Teachers’ experiences have led them to assign importance to parental presence and

reliance on one-way information flows

A review of teachers’ preferred ways to engage with parents helps to gain insight into the
communication dynamics between the two. It also reflects the experiences that teachers have
had with the parents. These help in identifying patterns and strategies that teachers commonly
apply, which further assist in comprehending how information is shared, how feedback is given
and how discussions are conducted between parents and teachers. These experiences of

teachers convey what according to them works well to build connectedness with the parents.

The analysis showed that teachers employ various strategies that prioritise the presence of
parents. This is done out of a genuine desire to bridge the information gap and offer parents
with a more accurate picture of their child's educational journey. By doing this, teachers aim
to foster a collaborative relationship where parents are better equipped to support their

children's academic development.

Accordingly, two features emerge based on teachers’ experiences and preferred interactions to
maintain connectedness with parents. First, teachers’ experiences have made them believe that
conveying messages and information to parents is enough to build a connectedness with them.
This leads them to prioritise parental presence in the meetings rather than parental participation.
Thereby, the interactions that they prefer are characterised by one-way flow of information
from teachers to parents. Second, to ensure parental presence, teachers tend to use strategies
that aim to attract parents’ attention, such as distributing free things or organising events which

tends to convey what teachers, based on their experience thinks will be of value to the parents.

The information flow from teachers to parents is translated into conveying the expectations
that teachers have from the parents. These expectations, as discussed before, include sending
the child to school, assisting the child with studies at home, ensuring the child has basic
resources such as notebooks, stationery and ensuring regular visits to the school including but

not limited to formal organized meetings.
Figure 14 illustrates how teachers understand parental interactions, and how they are viewed

as mechanisms of conveying expectations to the parents. These expectations can be classified

into communicative and non-communicative categories, where communicative expectations
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include parents visiting the school and attending meetings when asked by the teachers. The
non-communicative expectations include specific references teachers make when they discuss
what parents should be doing with their children such as ensuring regularity, assisting the child
at home by ensuring the child revises what is done in class. These also include dressing the

child appropriately when he/she comes to the school.

Figure 14: Teachers’ understanding of parental interactions as a mechanism for conveying

expectations
Regularity in
attendance
Non- communicative Assistance at home
expectations
Providing stationery
Parental interactions
Visiting the school
Communicative Attending meetings
expectations

Sharing information
about child

Source: Author, adapted from the ideas of Barge and Loges (2003)

These findings can be seen in relation to two discourses on parental involvement pointed by
Barge and Loges (2003). They describe the two discourses of parental involvement rooted
within the communication between teachers, parents and students. The first one relates to
interactions between teachers and parents done for transfer of information. They state that,
“student academic information must be provided to parents—and parents must effectively
motivate and discipline their children” (Barge & Loges, 2003, p.158). Within this discourse,
the authors state that power relationships are organised hierarchically and teachers [and school
administrators] occupy a superior position. The findings from teachers’ preferred ways of
interacting with the parents can be closely related to this discourse. Within this, teachers are
the ones deciding how and what information needs to be conveyed to the parents. Such a

discourse implies that teachers voices are dominant while parents are passive receivers. This is
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contradictory to building a collaborative relationship which requires exchange of dialogue over
a period of time to build trust and provide opportunities to each party to understand the

concerns of the other.

The alternate discourse presented by Barge and Loges (2003) relates to the theme of partnership
within which interactions are to create supportive relationships between teachers, parents and
students. This discourse allows for parents and teachers to have differing views about child’s
development and share equal voices. In this case, communication is about ‘negotiating,
understanding and agreements’ among the teachers, parents and community members. While
adopting such discourse is likely to lead to collaboration, current teachers' interaction with

parents in my sample is nowhere close to this discourse.

A similar model is formulated by Goodall and Montgomery (2013) that describes parental
involvement based on who between the teachers and parents takes a lead in interactions.

The authors categorise these as ‘parental involvement in school’, ‘parental involvement with
schooling’ and ‘parental engagement in children’s learning’ and place it along a continuum.
Within this, they claim that ‘parental involvement in school’ involves teachers taking on a lead
and parents are a passive recipient of information that the teachers share. This is where the
existing interactions between teachers and parents in the sample can be placed. The second
point on the continuum is ‘parental involvement with schooling” which is characterised by
exchange of information between parents and teachers, with both acknowledging the others’
roles in improving the learning of the child, and existence of a dialogue. The main benefit from
being at this point of the continuum is a fuller picture of the child. While some teachers in my
sample were inclined towards this second point on the continuum, where they expressed the
benefits of interactions with parents as getting to know more about the child, their actual
interactions with parents represented the first point on this continuum which is parental
involvement with the school. The authors add a third point along this continuum which they
call ‘parental engagement with children’s learning’. This point is characterised by the highest
level of parental agency. Within this, parental involvement is likely to be taking place away
from the school and parents’ aspirations play an important role in contributing to the child’s

learning. However, this thesis does not have any data to discuss this point along the continuum.

The above models when viewed within the context of the findings of this thesis, help in

understanding how teachers’ experiences affect their commonly used strategies to interact with
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parents. These strategies show a clear practice of information flow, rather than a partnership.
Within such interactions, the teachers control the content and flow of information, and parents
are merely passive recipients. This characteristic of interaction does not encourage a dialogue
between the teachers and parents, making it unlikely for a collaborative relationship to emerge
where the voices of parents are heard. What is required is a shift for teachers and parents along
the continuum. As this shift occurs, there would be a change from “information giving (on the
part of schools) to sharing of information between parents and schools” (Goodall &
Montgomery, 2013, p.402). Such a shift can lead to a possibility of more dialogue and exchange
of information between teachers and parents building a positive relationship between teachers
and parents. Within such a relationship, teachers are more likely to be responsive to parents’

concerns and suggestions and sustain a positive relationship with them.

A shift in interactions is required where parents instead of being passive recipients of
information from the schools, actively engage with the teacher. In general, in rural areas in
India, this shift is often difficult to achieve without the support of the teachers. Santhakumar
(2018) explains this difficulty in context of rural India by stating that these are the areas in
which most parents belong to socially vulnerable groups and thus may not have significant
participation levels in schools, and where SMC committees may be inactive. He adds that
formal community participation in these locations often suffers from elite capture®, thus,
excluding the most disadvantaged who could in fact benefit the most from their interactions
with teachers. This is also corroborated by a recent study conducted in Sitapur, which has
shown that parental involvement is associated with household economic status, where
wealthier families are more likely to be involved in children’s learning (Cashman et al., 2021).
The study pointed that household wealth is associated with five parental involvement activities
— checking the child’s notebook; helping the child with their studies; telling the child stories;
visiting the school; and knowing the teacher’s name — within this rural population of parents
of low-achieving children in Sitapur district, Uttar Pradesh, India. In addition, the results of the

study also showed a positive association between household economic status and school

%5 The term elites that Santhakumar (2018) uses relates to those people within the rural settings who are relatively
socio-economically advantaged, aware of importance of education and are thus, the ones that are more confident
in participating in the schools. This resonates with the term ‘elite capture’ that has been used in community
development research in Global South (Dutta, 2009) where resources transferred by governments for the benefit
of the larger population are utilised by a few individuals of superior status, be it economic, political, educational,

ethnic, or otherwise.
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visiting habits of parents in the sample - after controlling for effects of social capital such as
parental education, employment status, gender of parent, caste and religion. Additionally,
often, parents themselves resist involvement with the school due to their own negative
experiences (Dréze and Kingdon, 2001) or due to the social distance that exists between parents
and teachers in rural areas (Kingdon, 2010; De and Malik, 2021). These can often hold back
parents from interacting with teachers themselves. In such a scenario, it becomes important for
the teachers to initiate parental interactions and create a welcoming environment in the school,

in case the intention is to build a collaboration with parents.

The importance of teacher invitations has been demonstrated in contemporary studies on
parental involvement. For example, Hoover-Dempsey et al. (2005) explored the contributors
of parental involvement in children’s schooling and learning. Within these, invitations from
the schools are considered one of the most important factors in improving parent-school
relationships. It reflects a positive attitude of teachers towards parents. Such invitations,
according to the authors tend to convey that parents are valued and offers a starting point for
creation of partnerships between the two groups. Epstein’s work on home school partnership
over the years has focused on providing strategies and models for teachers to work towards
increasing parental involvement and improving the relationship between the two (Epstein,

2011; Epstein, 2018).

A collaborative approach based on reciprocal dialogue is currently absent in interactions
between teachers and parents. In a true collaboration parents’ opinions and voices would be
valued. However, the ways in which teachers in the sample understand interaction with parents,
make it unlikely that a collaborative partnership between the two could be achieved. An
absence of such a collaborative relationship makes it difficult for parents' voices demanding

accountability to be heard by the teachers.

The study by Fox (2015) emphasizes the importance of creating an enabling environment for
social accountability initiatives. It argues that strategic approaches, which involve empowering
citizens and enhancing the state's responsiveness, are more effective for social accountability.
These approaches align with the broader context of social accountability mechanisms, taking
into account factors beyond the immediate relationship between teachers and parents. The
findings the interviews reveal that teachers prioritize conveying information to parents and

valuing their presence. However, it also indicates a limited focus on active participation from
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parents and a lack of two-way communication. By combining these perspectives, it becomes
clear that an enabling environment for social accountability requires both strategic approaches
at the broader level and attention to the dynamics between teachers and parents at the specific
level. Together, these perspectives highlight the importance of strategic approaches and the
need for active participation and two-way communication to build an enabling environment

for social accountability in the education sector.

8.4.2 Teachers' experience of interactions with parents reflect low reliance on interactions

to gain appreciation from parents.

To reflect on their experiences with parents, teachers were asked what opinions parents held
about them and the school. It was assumed that if teachers believed that parents viewed them
negatively, they would be unlikely to listen to and cooperate with the teachers. Simultaneously,
if teachers were aware of these negative views, they would not be inclined to initiate

interactions with parents.

The findings from the analysis of the above question showed that teachers’ perceptions about
the parents are based on who they think is ‘aware’ or ‘not aware’. Those that they deemed
‘aware’, visited the school, asked about their child’s progress, and ensured their regular
attendance. According to teachers, such parents had positive perceptions of the school and the
teachers themselves. However, for the category of ‘not aware’ parents, who didn’t visit the
school or didn’t support their child’s regular attendance, the teachers felt that they usually held

negative perceptions about them.

As a follow up question, these teachers were also asked if they felt parents’ opinions could be
changed through regular interactions. The assumption was that if teachers believe that
interactions can help bring about parents’ positive perceptions about them, they are likely to
rely more on interactions with parents, and hence, have more positive experiences with them.
Responses from the interviews showed that while teachers wanted parents to have positive
opinions of them, they did not undertake any interactions with the purpose of bringing any
changes in these opinions. This is because in their experience, a change in parents’ opinions is
likely to result from better school infrastructure, substantial number of teachers based on
number of grades taught, extra administrative staff, and the timely allocation of free materials.

This indicates that teachers don’t rely on interactions to effect a change in parents’ opinions;
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and even if teachers want to be appreciated and respected, their experiences have led them to
believe that regular interactions wouldn’t help. This in turn feeds back into teachers interacting
even less with the parents, thereby, reducing the changes of forming a collaborative

relationship characterised by exchange of dialogue even more.

Several factors influence the ways in which teachers view parents. Patte (2011) points out that
teachers can be influenced by their previous experiences of parental involvement. The culture
of the school also impacts their beliefs. For example, if a school operates with a sense of
isolation where they do not interact with the parents, teachers may adopt this idea and avoid
parental contact; and in turn, parents respond by staying away, creating a vicious cycle in which
neither party drives communication (Suoto-Manning & Swick, 2006). Given that currently,
teachers frame interactions with parents negatively, leads them to avoid parental contact, which
is likely to increase the communication gap between the two and reduce the possibility of

developing trustworthy relationships.

8.4.3 Teachers’ experiences with parents shape their perspectives on interactions and

determine the sustainability of the relationship forged between the two groups.

There seems to be a reciprocal relationship between teachers’ experiences and perspectives.
Teachers’ experiences tend to shape their perspectives on interactions. These perspectives drive
teachers to undertake certain forms of interactions, which in turn influences their experiences.
To unpack this relationship, I detailed out the case of two head teachers in detail in Chapter 7.
I presented two extremes of teachers’ interactions with parents and demonstrated how these
interactions are often mediated by the overall experiences of the teachers. These experiences
often tend to be influenced by background of the teachers, as well as the forms of interactions

that they undertake on a regular basis with the parents.

The two cases showed that a positive perception towards the parents and a belief that including
them in discussions around the child is helpful, motivated Dinesh to exert greater efforts in
engaging with the parents and building a sense of connection with them. He believed that this
connection was beneficial because it ensured a productive environment for the child, while
enabling him, as a teacher, to learn more about the children and their family situation. In

contrast, Rama’s negative experiences of interactions with the parents in the past led to a lack
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of interest in exerting an effort to interact with them beyond those for which she would be held

accountable by the higher authorities.

Given these perspectives, an opportunity provided to both teachers through the project to
engage with parents was used quite differently by each one. Dinesh’s positive experience and
outlook meant that he fully engaged with the organised meeting to pursue the chance to build
a collaborative relationship with parents, based on lines of open communication. In contrast,
guided by negative experiences and outlook, Rama used the opportunity to treat it as an SMC
meeting, including obtaining parents’ signatures in the register, which could then be reported
to the authorities. Moreover, she didn’t encourage any form of dialogue or gave the opportunity
to parents to speak in the meetings, but instead led a one-sided conversation with them, asking

them to provide their child with stationery and to send them to school regularly.

Dinesh is a prime example of the strong engagement that is possible in these schools, if teachers
view parents as part of the solution, rather than the problem. However, it is equally important
to highlight the stark contrasts in the schools themselves. Dinesh, who was the head teacher in
school 1, utilized multiple ways to interact with the parents. He is a male teacher with own
vehicle to go on rounds to the village making it easier for him to engage with the community
members. Rama, the head teacher in school 2, on the other hand is a female head teacher who
reported feelings of insecurity and a lack of support while interacting with the parents alone.
This raises an important factor about having positive experiences influencing the interactions.
Positive experiences play a crucial role in shaping the relationship forged between teachers and
parents because such experiences are likely to make the teachers interact and initiate
interactions more. This is likely to lead to more opportunities to build trust and exchange
information between teaches and parents and create possibility of forming a collaborative

relationship.

In addition to this, the availability of staff made School 1 different from the rest. This school
had five other teachers apart from the head teacher himself to handle five grades. This provided
the teacher with an opportunity to visit the village within school hours to make connections.
The other schools either did not have enough teachers or were headed by female teachers who
did not feel comfortable going in the village by themselves. While these variables emerged as

important and relevant during the analysis of teacher interviews, there is not enough data to
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show if gender, availability of staff and availability of own vehicle significantly affects the

ways in which teachers interact with the parents.

The two cases not only highlight the role of experiences of teachers’ interactions with the
parents but point to the need for education systems to understand and define the purposes of
parent-teacher interactions within the roles and responsibilities of teachers. For example, if the
parent-teacher interactions are defined along the lines of whether meetings occurred, then both
Rama and Dinesh would be at par in terms of their engagement with the parents. However, if
interactions are viewed more deeply in terms of their purposes and their ability to build a
collaborative relationship between the two groups, then it is unlikely that Rama’s case would
show any changes in the type of relationship shared with the parents and benefit from such

interactions.

Overall, the findings from teachers' experiences with parents shed light on the dynamics of
their relationship by unpacking the linkages between experiences, perspectives and relationship
formation. Teachers' interactions with parents are influenced by their experiences, shaping their
strategies to foster connectedness. The analysis reveals a hierarchical power dynamic where
teachers control information flow, prioritising one-way communication which predominantly
reflects teachers' control and limited dialogue with parents. Additionally, teachers' perceptions
of parents also impact their interactions. Actively engaged and supportive parents are viewed
positively, while less involved parents are perceived negatively. However, teachers do not
actively try to change parents' opinions, believing that improvements in school infrastructure
are necessary. This maintains limited interaction and widens the communication gap. Teachers'
experiences and perspectives shape their interactions, affecting the sustainability of the parent-
teacher relationship. Positive experiences motivate teachers to engage with parents, while
negative experiences lead to minimal effort beyond mandatory requirements. Case studies of
head teachers illustrate these contrasting approaches. To foster positive relationships, a shift
towards a collaborative interaction model is crucial. Dialogue and information exchange
between teachers and parents needs to be emphasised. This requires changes in teachers'
perspectives and understanding the factors influencing their views of parents. Addressing the
communication gap can lead to positive experiences of teachers in interactions with the parents.
This in turn, is likely to increase teachers’ responsiveness within social accountability

mechanism.
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This notion of trust and reciprocity connects to the study on conceptualization of social
accountability by Grandvoinnet et al. (2015). The study emphasises the iterative nature of
citizen-state engagement and the need for building trust in the citizen-state interface. When
teachers have positive experiences with parents and actively engage in dialogue and
information exchange, trust and reciprocity are more likely to develop, leading to higher levels
of cooperation and collaboration, thereby, improving the perspectives of teachers on
interactions with parents. This reinforces the iterative nature of teachers’ interactions of

teachers with the parents.

8.5 Concluding remarks

In conclusion, the discussion of the findings in this chapter shed light on the nature of the
relationship between teachers and parents, particularly in the context of social accountability
in education. These findings complement the emerging conceptualisations of social
accountability that acknowledge the complex and iterative nature of social interaction in social
accountability (Joshi & Houtzager, 2012; Grandvoinnet et al., 2015; Fox, 2015), recognise the
need to unpack the mechanism of change within social accountability (Joshi, 2014), understand
the characteristics of components within the model of social accountability (Joshi, 2013) and
take into considerations the incentives of actors involved within social accountability

engagement (Joshi, 2014).

This chapter combined and discussed the findings from the analysis chapters that addressed the
three research questions posed in the thesis. The analysis reveals that while formal institutional
channels and informal interactions provide opportunities for interaction, there is a limited scope
for collaboration between the two groups. The perspectives of teachers on these opportunities
significantly influence whether the resulting relationship between teachers and parents is
collaborative. Teachers exhibit a compliance-driven orientation towards system-mandated
interactions hindering the development of a collaborative relationship. Their pre-conceived
notions about parents constrain collaboration, while self-driven interactions demonstrate

commitment but are rare due to time constraints.
Furthermore, teachers’ perception of the benefits and expectations from interactions affects

their willingness to engage and form a collaborative relationship with parents. To change these

perspectives, it is crucial to ensure that teachers are able to realise the benefits of interactions
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and perceive them as valuable. Efforts should be made to enhance teachers’ understanding of
their role and provide training and support to promote positive perceptions of parents. By
nurturing positive expectations, trust can be built between teachers and parents, leading to open
communication, shared decision-making, and a sense of connectedness can develop leading to
increased likelihood of teachers’ responsiveness to parents within social accountability.
Addressing the communication gap and emphasizing dialogue and information exchange
between teachers and parents is essential to foster positive relationships. Teachers’ experiences
play a significant role in shaping their perspectives on interactions and resulting efforts put in
building a relationship with parents through interactions. Positive experiences tend to motivate
them to engage with parents beyond mandatory requirements while negative experiences
restrict the teachers to engage with parents only, when necessary, thereby, diminishing the

chances of formation of collaborative relationship between teachers and parents.

The next chapter presents the overall conclusion to the thesis by summarising the key findings.
It also describes the key contributions of this research and identifies future areas for research
related to understanding the relationship between teachers and parents within social

accountability in education.
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Chapter 9. Conclusion
9.1 Introduction

The research was initiated against the backdrop of a learning crisis in developing countries,
with a particular focus on India. While access to education has improved, there is a consensus
among policymakers that children’s learning outcomes have not kept pace. Attempts at raising
low learning outcomes in developing countries have led to significant interest in increasing the
capability of citizens, including parents to directly hold teachers accountable, and to make them
responsive to their needs for better quality education (World Bank, 2004; Joshi, 2014; Mbiti,
2016). This concept of parents demanding accountability directly from the teachers, also
known as social accountability in education, has risen due to weak and inefficient traditional
modes of accountability. Social accountability provides an opportunity for communities to
voice concerns, participate in monitoring and evaluation, and ensure schools meet the needs of
marginalized and disadvantaged students. It is considered to be multi-faceted concept with
main elements being information, citizen action, response from service providers (Joshi, 2014).
Theoretical evidence on social accountability suggests a need to focus on mechanisms that lead
from information to improved service delivery outcomes (Joshi, 2014; Joshi & Houtzager,
2012). Additionally, the empirical evidence from social accountability in education initiatives
in India shows that the primary focus has been on the citizens (or parents) and there is a

significant gap in understanding the relationship between teachers and parents.

To address this research gap and contribute to a comprehensive understanding of mechanisms
leading to the success of social accountability, I focused on exploring the perspectives of
government school teachers in rural Sitapur, India regarding their interactions with parents. By
understanding how teachers perceive their interactions with parents, the research aims to shed
light on the challenges teachers face in engaging with parents and the strategies they employ
to communicate with the parents. This investigation provides insights into the mechanisms that
could lead to successful social accountability practices and move beyond the simplistic

question of whether social accountability works or not (Fox, 2015).
I adopted a multiple case study approach within which I interviewed a total of 17 teachers

including head teachers, regular teachers, and para teachers. In addition to this, I also used two

observations and teacher survey data. I selected these teachers based on their initial willingness
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to engage with the parents within a community-led evaluation project. I also chose one case
where the teacher did not show interest in engaging with the parents. I asked these teachers
about their perspectives on opportunities they have to interact with parents, how they use these
opportunities and if they find these beneficial. I reflected on the reasons for interactions,
teachers’ expectations from parents and their experiences of interactions with the parents. The
purpose was to understand how these perspectives shape their relationship with parents, and if
such a relationship is collaborative in nature. By understanding this relationship, the thesis
makes the case that teachers’ responsiveness to the demands made by parents within the
framework of social accountability is likely to be dependent on the type of relationship between

teachers and parents.

In the sections below, I present the key findings from the thesis (section 9.2), followed by the
contributions to the wider research environment (section 9.3). I then present the suggested areas
for further research (section 9.4), limitations of the research (section 9.5) and finally the

conclusion to the thesis (section 9.5).

9.2 Key Findings

The overarching question of the thesis was “What can we understand about the teacher parent
relationship through government primary school teachers' perspectives on interactions with

parents in rural Sitapur, India?” using the framework of social accountability.

Understanding the relationship between teachers and parents is crucial because it helps in
unpacking the causal chain that leads to increased provider responsiveness within social
accountability mechanism. The findings from the thesis show that teachers’ perspectives on
opportunities they have to interact with the parents influences the modalities of the interactions
undertaken. A compliance-driven mindset, limited guidance and support on self-driven
interactions and pre-conceived notions about parents leading to avoidance of interactions with
them highlight limited scope of dialogue and collaboration between teachers and parents. This
indicates that teachers are less likely to be responsive to parents. The reason for this is that
responsiveness requires more than just meeting compliance requirements. It involves active
engagement with parents and listening to their concerns, fostering meaningful dialogue, which

is currently missing in the interactions undertaken by the teachers.
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Additionally, the findings from teachers’ perspectives on the benefits of interactions and
expectation from parents point to a mismatch in desire to form collaborative relationship with
parents and the reported approaches of interactions undertaken by the teachers. While teachers
believe in shared responsibility of children’s learning, they assign specific tasks to parents that
are conveyed through mere transfer of information. Assigning such roles neither supports open
communication nor builds on any collaboration. Given this, teachers are unable to realise the
benefits expected from interactions, for which they blame parents. At the same time, teachers
also tend to be undermine their own role in encouraging parental involvement in child’s
schooling. The lack of realisation of benefits lead teachers to assign interactions as a low
priority task. Since teachers perceive parents as disinterested, they may become unresponsive

to parents’ concerns and demands.

Next, teachers’ experiences of interactions with parents play a role in determining how the
relationship between teachers and parents is likely to evolve. Teachers choice of strategies to
connect with the parents is influenced by their experience of what they feel parents value.
However, they do not seem to be aware that these strategies place emphasis on interactions that
are characterised by one-way flow of information and focus on parental presence limiting
dialogue and scope of collaboration between teachers and parents. Additionally, teachers’
experiences have also led them to believe that interactions are unlikely to change any negative
perceptions parents might have about them. While gaining respect is an important motivator
for the teachers, this belief results in teachers assigning low significance to parents. This further
discourages teachers to respond to parents. This creates a loop wherein teachers do not take
initiative predicting a negative response, which further acts as a barrier in developing a
collaborative relationship between the two groups and reducing the likelihood of
responsiveness of teachers to parents. Positive experiences reinforce the perspectives of
teachers to involve parents and can thus lead to a collaboration. Hence, these should be the first
point of change. Below, I expand on the three research questions in the thesis which

summarises the key findings.

Research Question 1: What are teachers’ perspectives on the opportunities they get to
interact with the parents?

The purpose of this question was to understand how teachers perceive the opportunities of
interactions and if these help to build a positive collaborative relationship between teachers

and parents. The findings from the analysis of teacher interviews showed that teachers’
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perspectives varied based on whether the interactions were formal or informal. Teachers
exhibited a compliance-driven mindset in case of formal interactions, in which their focus was
on fulfilling their duties on paper by communicating only with the heads of formal committees,
thereby, limiting the scope of dialogue with the parents and reduced likelihood of these
interactions leading to a collaboration with parents. Additionally, the informal interactions are
often driven through teachers’ own willingness to build a relationship with the parents.
However, within these, teachers seem to be unaware of the best ways to engage with the parents
and often, end up making requests to parents to visit the school and send their children
regularly. While these self-driven interactions of teachers indicate their willingness to go
beyond the system mandated requirements to connect with the parents, these tend to be time-
consuming and often depend on teachers’ gender, ownership of private vehicle as well as the

number of teachers available in the school.

Overall, the finding reveals that opportunities that exist for teachers to interact with the parents
do not encourage dialogue and likelihood of forming a collaborative relationship. Such a lack
of collaboration makes it difficult for parents to trust the teachers and voice their concerns
within social accountability. The finding raises questions about the extent to which the
institutionalisation of social accountability in education is truly enabling and empowering for
parents. It suggests that there may be a need for a shift in focus towards fostering collaborative
relationships, active participation, and shared decision-making between parents and schools.
This involves re-evaluating the existing institutional mechanisms and exploring alternative

approaches that prioritize meaningful engagement and partnership-building with parents.

Research Question 2: What are teachers’ perspectives on benefits of interactions with
parents and their expectations from parents?

The purpose of this question was to understand the willingness and motivation or hinderance
for teachers to establish and maintain collaborative relationship with the parents. The finding
from the analysis showed that teachers’ theoretical understanding of how interactions could
benefit them, parents and the child indicates a collaborative mindset. However, this theoretical
understanding is not reflected either in the ways in which they report about approaching parents
or in their expectations from them. These expectations include ensuring the child attended
school regularly, checking the child’s homework and making sure they revise, ensuring the
child had the necessary resources (e.g., notebooks and stationery), and making regular visits to

the school. Teachers often only seek opportunities to interact in relation to these specific tasks.
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Such an approach limits the scope of building connectedness, which in turn, diminishes the
possibility of realising the benefits teachers expect from interactions. Despite undertaking
multiple forms of interactions with the parents, teachers are unable to realise the benefits, which

forces them to place these interactions as a low-priority task.

These findings have two main implications. First, the current forms of interactions fail to
effectively involve parents in children’s schooling and education. This is because despite
undertaking multiple forms of interactions, teachers are unable to gain the benefits of
interactions which are related to understanding the child more, building a connectedness with
parents. The lack of realisation of benefits affects teachers’ willingness to initiate and connect
with parents beyond the official meetings, which often do not encourage genuine collaboration.
Second, despite showing a desire to involve parents in children’s education, teachers are unable
to do so indicating their lack of knowledge about strategies that can best encourage this type
of involvement. This can limit the potential for shared accountability and hinder the

achievement of positive outcomes for students.

Research Question 3: What do teachers’ experiences of interactions with the parents
convey about the relationship between the two groups?

The purpose of this question was to understand the nature of their relationship with parents
based on teachers’ experiences of interactions and how such a relationship may evolve over
time. The findings from the analysis show that teachers’ experiences of interactions shape the
ways in which they predict the outcomes of their efforts to interact which determine how the
relationship is likely to evolve over time. While positive experiences are important for teachers
to continue efforts towards building a relationship with parents, the findings show these are
unlikely to be achieved from the existing interactions. Teachers’ preferred ways of interacting
with the parents are characterised by an emphasis on parental presence and one-way
information flow from the teachers to parents. Such interactions neither encourage parental
participation nor any dialogue between teachers and parents. In addition, teachers’ overall
experiences with parents tends to influence the extent to which they take initiatives to engage
with the parents. A reciprocal relationship exists between teachers perspectives and their
experiences. Their experiences in the past have led the teachers to focus more on parental
presence rather than participation. The general experiences of teachers, including their
background tend to influence their perspectives towards parents and the ways in which they

involve them. Positive experiences reinforce the perspectives of teachers to involve parents and

206



can thus, lead to a collaboration. While these positive experiences were rare, the case of Dinesh
shows that teachers with positive experiences are more likely to give parents a chance, more
likely to provide a platform to parents and hence, could be more responsive to parents. These
positive experiences indicate a possibility of building positive relationships between teachers

and parents.

While Dinesh’s example in the thesis shows that it is possible to experience the positive
outcomes from existing systems of interactions, his case is an exception. Dinesh’s childhood
experience combined with his strong belief of including parents in discussions and also being
supported by a number of teachers in the school enables him to undertake multiple forms of
interactions and connect with the parents. However, similar situation might not exist for all
teachers. Thus, Rama’s case presents a contrast to Dinesh and re-emphasise the need for
teachers to experience the benefits of interactions. Once teachers themselves see the results,
they are likely to continue relationship-building activities with parents. The role of the state
and policymakers is important in this regard. The policy documents often play a key role in
determining the key focus areas of training programmes for teachers and building teacher
mindsets; and they also act as a reference point for teachers in the day-to-day running of the
school. The findings from the thesis indicate that teachers often seem to lack the awareness of
strategies that can help them build collaborative relationships, even though such relationships
tend to be valued in principle by the teachers. The need for such strategies is not felt since
teachers often are unaware that their interactions with the parents do not support formation of
a collaborative relationship. Thus, these findings highlight the importance of reflecting on

policies from which teachers derive both meaning from, and purposes of parental interaction.

Overall, the thesis brings attention to the crucial role of the teacher-parent relationship in
shaping teachers' responsiveness to parental demands and establishing a platform for parents
to voice their concerns. This level of responsiveness, which is often lacking even in emerging
conceptualisations of social accountability like Fox (2015) and Joshi and Houtzager (2012),
underscores the significance of this relationship. The thesis advocates for addressing teachers'
perceptions and expectations as a means to facilitate positive interactions and collaboration,
thereby expanding the understanding of social accountability. By recognising the importance
of this relationship and highlighting the need to address teachers' perceptions and expectations
in order to foster positive interactions and partnerships, the thesis unpacks the causal chain that

moves from information to citizen actions to service provider responsiveness and ultimately to
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improved children’s learning within the framework of social accountability. These findings
call for a need to rethink how the institutional spaces that provide opportunities for teachers to
collaborate with the parents work in practice. These findings extend recent scholarship that has
raised similar issues of bureaucratic norms acting as a hinderance in building connectedness
between teachers and parents and enabling schools and communities to work collectively
towards children’s learning (Dyer, Jacob, et al., 2022; Aiyar, 2010; Dyer, Sriprakash et al.,
2022). Additionally, the findings show that, more than the existence of these opportunities, the
perspectives of teachers determine how the opportunities of interactions are utilised and to what

extent these encourage formation of a collaborative relationship between teachers and parents.

While a collaborative relationship is likely to lead teachers to listen to parents’ demands and
collectively work towards a solution, the findings show that the current relationship between
these two is far from achieving this. Formal mechanisms for interaction have failed to provide
any opportunity to build an effective partnership. Teachers’ perspectives further restrict
existing interactions to purely functional roles. Some teachers in the sample have shown
willingness to build connections with parents, using different forms of interaction, some of
which go beyond system mandated requirements. While this indicates a possibility of building
collaborative relationship, these interactions are rare. Teachers tend to value a sense of
connection with parents, however, thus far, interactions have not led them to making parents
equal partners in child’s learning. This contradicts the overall characteristics of collaboration

which requires both groups to engage in dialogue with each other.

When teachers view parents as partners in their students’ education, this automatically
translates into teachers’ seeking out more opportunities to interact and engage with the parents
and be more responsiveness to parents’ concerns. Thus, to bring a change in perspectives of
teachers, the first step is to build on positive experiences of the teachers. This calls for an urgent
need to define the focus and purposes of interactions in policy documents as well as provide
guidance on mechanisms that can lead teachers to build collaborative relationships with
parents. This is important, because often, teachers use these policy documents and their
prescribed mechanisms as reference points on which they base their actions (Dyer, Jacob et al.,
2022). These guidance can help teachers initiate interactions with parents with the purpose of
building connectedness and thus, result in likelihood of forming a collaborative space where

parents can raise their concerns and teachers show a willingness to respond to these concerns.
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9.3 Contribution of the thesis

The thesis presents a critical perspective on the original models of social accountability that
assumed information provision and empowering the citizens can automatically lead to provider
responsiveness within the mechanism of social accountability. The findings complement the
emerging conceptualisations that recognise the complex, iterative nature of social

accountability in several ways.

First, the findings provide empirical evidence on importance of understanding the micro
context within the framework of social accountability. This context has been described as
‘unpacking of the causal chain’ by Joshi (2014). The findings from the thesis highlight that the
perspectives of teachers significantly influence the nature of relationships, with their
compliance-driven orientations hindering collaboration. The analysis emphasises the role of
formal structures and teachers’ perspectives in shaping the interactions between teachers and
parents. It also touches upon the need to unpack the causal chain by discussing the factors that
influence teachers’ willingness to engage and form collaborative relationships with parents. It
emphasises the significance of positive experiences and expectations in motivating teachers to
go beyond mandatory requirements and actively seek parental involvement. By doing so, it
aligns with the goal of fostering collaboration and responsiveness within social accountability
mechanisms. Together, these findings complement the emphasis placed by Joshi (2014) on
understanding the micro contexts in order to unpack the causal pathways and mechanisms that
drive social accountability initiatives and their success. Additionally, such an approach of
viewing and analysing the context and mechanism of change resonate with Dyer, Jacob, Patil
and Mishra’s suggestions on adopting a process-oriented instead of indicator-oriented
approach for assessment of the health of school-family connection (Dyer, Jacob, Patil &

Mishra, 2022, p.18).

Second, the thesis highlights the dynamics between teachers and parents by emphasizing the
importance of fostering active participation and two-way communication between them. In
doing so, it underscores the importance of developing an enabling environment for parents to
voice their concerns to the teachers. This complements the findings from the study by Fox
(2015) that stresses the importance of creating an enabling environment for social
accountability initiatives. Fox argues that strategic approaches, which include empowering

citizens and enhancing the state’s capacity to respond, offer a more promising trajectory for
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improving government accountability and service delivery outcomes. This broader perspective
helps to understand the conditions under which social accountability mechanisms work. These
approaches align with the broader context of social accountability mechanisms, considering
factors beyond the immediate relationship between teachers and parents, the state’s
responsiveness to the parental demands and concerns. However, the findings from the thesis
highlight the specific dynamics between teachers and parents. It reveals that teachers prioritise
conveying information to parents and valuing their presence. At the same time, it also indicates
a limited focus on active participation from parents and a lack of two-way communication.
These results show that while an enabling environment for social accountability might require
strategic approaches at the broader level, an attention to the dynamics between teachers and
parents at the specific level are equally important. While strategic approaches provide a
framework for empowering citizens and enhancing the state’s capacity to respond, the findings
from the thesis emphasize the importance of fostering active participation and two-way
communication between teachers and parents. Together, these perspectives highlight the
importance of strategic approaches and the need for active participation and two-way
communication to build an enabling environment for social accountability in the education
sector. The findings highlight that the quality of interactions between teachers and parents can

determine the legitimacy of their relationship.

Third, the thesis contributes to understanding of the citizen-state interface which is considered
a core element of social accountability (Grandvoinnet, et al., 2015) by providing insights into
the dynamics of the relationship between teachers and parents within the education sector. The
thesis highlights the limited scope for collaboration between teachers and parents, which
indicates a constrained interface between citizens (parents) and service providers (teachers).
This corresponds to the importance of understanding the characteristics of the citizen-state
interface within social accountability highlighted by Grandvoinnet et al. (2015). The study
emphasizes the iterative nature of citizen-state engagement and recognizes the potential of the
citizen-state interface as a dynamic and iterative engagement between citizen groups and state
officials. This aligns with the thesis, which identifies that relationship between teachers and
parents tend to be continuously influenced by teachers’ perspectives, their willingness to
interact and their experiences. It suggests that efforts should be made to enhance teachers'
understanding of their role and promote positive perceptions of parents to build trust and create
an enabling environment for collaboration. The findings from the thesis emphasise the need

for a shift towards a collaborative interaction model between teachers and parents. It suggests
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that fostering positive relationships requires increased dialogue and information exchange. By
addressing the communication gap and promoting collaborative interactions between teachers
and parents, the likelihood of positive experiences and increased responsiveness within the

social accountability mechanism can be enhanced.

In addition to the above, the thesis adds to our understanding of the significance of considering
teachers’ perspectives within the context of social accountability. It is commonly observed that
those in positions of power shape the terms of engagement. Specifically, in rural India, as
highlighted in the thesis, teachers play a crucial role in initiating interactions with parents and
making decisions about these engagements. Consequently, it becomes imperative to grasp their
perspectives and work towards addressing any negative perceptions they may hold. The
findings emphasise that the interactions between teachers and parents are influenced by how
teachers perceive these interactions. While teachers go beyond their expected duties, a lack of
positive response from parents can demotivate them. Over time, these experiences have led
teachers to develop counterproductive perceptions that hinder effective collaboration with
parents. They tend to interact with parents only when absolutely necessary, believing that
parents generally hold negative opinions of them and that these interactions are unlikely to
change those views or yield desired benefits. Consequently, teachers categorize these
interactions as low-priority tasks. Moreover, teachers often fail to recognize their own role in
encouraging parents to take initiatives in communication, and they possess limited knowledge
about effective strategies to involve parents in school matters. These factors together erect
barriers to establishing collaborative partnerships between schools and families. The thesis
findings contribute to a discourse on teachers that shifts away from perceiving them as a
problem and sheds light on some underlying reasons for their current interactions with parents.
This discourse acknowledges that teachers' perspectives are shaped by their years of experience
in the education system, and their practices are influenced by their past encounters with parents.
Hence, it is crucial for teachers to have positive experiences in their interactions with parents,
which can foster their willingness to form collaborative relationships and be responsive to

parental concerns.

This thesis also contributes to the debate around para teachers, and their role in Indian
classrooms. Those in favour of regularising and hiring para teachers claim that they help in
reducing pupil-teacher ratios, lower the cost of providing elementary education (Kingdon &

Sipahimalani-Rao, 2010), increase teacher effort and lowers teacher absenteeism due to the
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contractual nature of their employment (Goyal & Pandey, 2013; Kingdon & Banerji, 2009;
Kremer, Chaudhury, Rogers, Muralidharan & Hammer, 2005). Those against this practice, cite
reduced professional training and lower educational qualifications as the reasons for not
regularizing these para teachers. It is believed that hiring of these para teachers have led to a
degraded status of the teaching profession, loss of respect (Béteille & Ramachandran, 2016).
Para teachers’ unions have increasingly embarked on protests to change their temporary status
into one that is permanent, and to increase their salaries. Given this debate, the findings of this
thesis highlight the important role para teachers can play in communicating with parents and
helping build collaborations between schools and parents. Officially assigning a relationship-
building role to para teachers can make them feel more welcome in the school. It could also
help head teachers who often struggle to keep up with the range of responsibilities in the day-
to-day functioning of the school. If this assigned role is compensated with performance-based
pay, it could act as a vital incentive for para teachers, who are usually demotivated due to their

extremely low salaries (Béteille & Ramachandran, 2016).

9.4 Scope for further research

Based on the findings and acknowledged limitations of this thesis, several promising avenues

for future research emerge, which are outlined below.

9.4.1 Identifying the ways in which teachers and parents conceptualise children’s
learning.

This thesis looked at how teachers view their own, as well as parents’ role in children’s
learning, and drew linkages with the ways in which teachers involved parents in the education
process. However, a deeper understanding of how teachers think children learn, will further
help in providing deeper insights into the reasons and forms of interactions these stakeholders
are likely to have. If children’s learning is viewed by teachers as merely teaching in a classroom
using the books provided, then the role of parents is reduced to sending the child to school
regularly. However, if teachers conceptualise children’s learning as the holistic development
of the child that goes beyond textbooks and the classroom, then the role of parents could be
seen as that of partners in children’s learning. It is then, that parents will be invited to share
and collaborate with schools as part of the child’s educational journey. To get a better

understanding of how parents and teachers value each other, it will be helpful to explore their
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conceptualisations of how children learn. This in turn could also influence the way in which

teachers are trained in terms of pedagogy.

9.4.2 Combining parent and teacher perspectives.

The qualitative sub study designed as part of the wider evaluation study had two strands
(section 1.3).While the focus of my thesis was on schools and teachers, the research team at
the ASER Centre focused on the parents of children studying in these schools, as well as other
prominent members living in the village who were believed to value education. Emerging
evidence from a qualitative sub-study that focused on community members in the same
locations revealed that teachers’ expectations are often not conveyed properly to parents.
Moreover, while the teachers in my sample believed parents had negative perceptions of them,
most parents in the villages had positive feedback on the teachers.%® These initial reflections
point to an interesting area of research that combines teacher and parents' perspectives about

each other to help in designing better mechanisms for communication.

9.4.3 Identifying and exploring the role of NGOs in influencing teacher responses.

During my fieldwork, I spent considerable time with the teachers in my sample schools, and
also observed the ways in which the teams running the activities within the evaluation on the
ground, approached these teachers for their support. Being present in the school and with a
teacher at the time when teachers were approached by the teams provided me an opportunity
to understand the immediate concerns that teachers had about participation in a community-led
evaluation. It revealed a new factor that might be influencing the way in which teachers in
government schools respond to an initiative by an outsider, i.e., the Pratham Education
Foundation in this instance. I found that teachers’ willingness to engage in the evaluation
depended on how they were approached by the teams, as well as how clearly, the teams were
able to convey the roles teachers might have within the evaluation. In addition to this, I also
observed that teachers in the sample doubted the intentions of the Foundation in carrying out
this study. They sometimes did not think the field teams, who had been hired by the Foundation
to run the evaluation, had any authority to interview/ask them questions. These initial

observations present a potential area of research in which the measurement of outcomes of an

% Based on regular check-ins and conversations with the research team at the ASER Centre, New Delhi, India.
December 2020. The teams interviewed parents, especially mothers of children who were studying in the sample

schools in my research.
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evaluation or an experiment with teachers are seen to be dependent on the perceptions of actors

towards the facilitating organisation.

9.4.4 Exploring Collaborative Approaches to Teacher Accountability and Parental
Involvement

In India, government school teachers are directly hired and paid by the state government,
making them accountable to the government rather than parents. However, there is a growing
push to increase teacher accountability to parents, evident in past decentralization reforms and
policy narratives emphasizing collaborative work between teachers and parents for children's
learning. Despite challenges in implementing accountability measures, such measures have
often framed teachers as problems requiring surveillance, using methods such as CCTV
cameras, biometric attendance recording, and social media posts.(Sayed & Sarangapani, 2021;
Jha, Minni & Ahmed, 2021). Recent research criticises current supplementary accountability
approaches, which are based on distrust in government agencies, leading to increased self-
guarding and reduced scrutiny. Such measures have not been well received, as they ignore the
problems teachers face, for example, arriving late due to a long commute using state transport
and disregard the other non-teaching duties that teachers need to fulfil such as children’s
surveys, census and election duties, provisioning of scholarship to disadvantaged sections and
provision of mid-day meals (Ramachandran et al., 2018; Shankar and Linden, 2014; Jha et al.,
2014). Several authors have argued that this has not only created feelings of distrust but has
also demotivated teacher and have reduced them to another input within the schools (Kundu,

2019; Mukhopadhyay & Ali, 2021; Sayed & Sarangapani, 2021).

An alternative to this enforced accountability is a collaborative approach which deliberately
sidesteps confrontation, and instead positions parents and teachers as equal partners, working
collaboratively to improve children’s education. For this, it is important to enable both parents
and teachers to understand the complexities of the problems they each face and act in concert
to find a solution, based on their individual capacities. However, for the most part, there is a
lack of information on, and understanding of the ways in which parents can be involved
effectively, leading teachers to use their own knowledge and experience to convey functional
expectations from parents. This limits the prospects of genuine collaboration and potential for

enriched partnerships.
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This dilemma finds resonance in the findings put forth by Dyer, Jacob, et al. (2022). Their
study underscores the nuances within school-community interactions. It unveils that despite
these interactions appearing as mere routine and perfunctory actions, they nonetheless require
a joint and deliberate endeavor from both educational institutions and families. However, this
labor is predominantly centered around administrative "inputs" and "outputs" — encompassing
attendance, fees, events — with scant attention directed towards the intricate "processes" and
"outcomes" of education such as a comprehensive understanding of children’s learning
journey. The study’s insights indicate the transformative power of effective school-community
relations and appeals for a reconfiguration of existing communication patterns in context of
India. Aided by comprehensive training and capacity building initiatives, it may be possible to
develop a collaborative space in which parents and teachers can work together. Many examples
exist across schools in India, where a collaboration between teachers and parents have led to
improved outcomes for the school. Chugh (2021) point to some of case studies in India that
show how effective school community relations, coordination between the school teachers and
parents can lead to a relationship based on mutual trust and trust between the two groups, and
ultimately to improved functioning of the schools. Highlighting these new ways of working
together that emphasise enhancing interactions between the public sector and relevant actors,
involving trust-based knowledge sharing and joint problem exploration would be beneficial to

advance our understanding of collaborative approaches to achieving accountability.

9.5 Limitations of the research

While this thesis has contributed valuable knowledge to the broader field of social
accountability, it also has some acknowledged limitations. These limitations, however, can

create opportunities for future research.

The first limitation of this research is that it only takes into consideration the perspectives of
teachers among the school actors. The conversations with teachers in the sample revealed that
monitoring authorities such as the block development officers’ role who oversee/supervise the
daily functioning of the schools, have affected the teachers’ priorities in their daily tasks.
Similarly, the union leaders also seem to play an important part in influencing decisions taken
by teachers on a daily basis. Thus, these other actors together play a key role in influencing
teachers' practices and their perspectives can be incorporated in future research to understand
the role of different school actors in influencing how teachers respond to the parents' demands

for improved education.
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The second limitation of this research is that the selection criteria for schools was based on
their proximity to the Sitapur city. This excluded consideration of issues faced by teachers in
schools located at the periphery of the district. However, this decision was made consciously
to focus on identifying characteristics of teachers who already are willing and able to engage
with the parents. The long commuting times coupled with natural calamities affecting the
villages®” in school located at the periphery, made it difficult for teachers to reach their schools
on time. It was therefore unlikely that they would have had any spare time to expend on parental
engagement, and I excluded them from my sample. However, this leaves out an important
category of problems arising from teaching in remote and inaccessible areas, which could be

explored in future, to understand these barriers to interacting with parents.

A deliberate decision was made to not include caste as a factor in this study on teachers’
perspectives about interactions with parents and resulting relationships, as the aim was to
explore if teachers themselves bring up this aspect of caste in interactions with parents.
However, this omission could be seen as a limitation, as caste is a significant factor in the social
and cultural context of India, and its absence from the study may have limited the
comprehensiveness of the findings. Further research that explores the role of caste in teacher-

parent interactions could provide valuable insights into this aspect of education in India.

This research has a limitation in that it only focused on teachers who demonstrated an interest
in engaging with parents at the beginning of the evaluation, which was assumed to be a sign of
motivation and willingness to engage with parents and the wider community. However, it is
known from past studies and interventions that projects often fail due to a lack of sustained
motivation (Central Square Foundation, 2014). It is therefore unclear whether these teachers
would have remained motivated and interested in engaging with parents throughout the full

course of the evaluation.

The original design of the study included two rounds of interviews with teachers to capture
changes in their engagement levels and the effect of their involvement in the evaluation's
activities on their interactions with parents. The interviews were spaced out over 6-8 months
during the evaluation period. Although COVID-19 school closures forced a modification of

the research strategy, these limitations can provide useful insights for future research designs,

7 Some of the villages located closer to the periphery of Sitapur district were frequently affected by floods.
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particularly around considering the initial and continued motivation of participants in

evaluation studies.

9.6 Conclusion of the thesis

The thesis embarked on an exploration of the relationship between teachers and parents,
situated within the context of social accountability in education. By delving into this
understudied dynamic, the research addressed critical gaps in the existing literature. While
prior models of social accountability have focused on citizen empowerment, the thesis’s focus
on the immediate interface between teachers and parents underscores a pivotal role in the
accountability landscape. It revealed the importance of viewing interaction as a central element
in successful accountability mechanism, urging a shift from focus on citizen empowerment to

a more detailed and collaborative perspective.

These findings have important implications for fostering effective teacher-parent interactions
and enhancing social accountability in education. Efforts should be made to ensure teachers
are supported to promote positive experiences. Building trust, open communication, shared
decision-making and a sense of connectedness are crucial for cultivating positive relationships.
The findings from the thesis can be viewed as an essential starting point in bridging the gap
between service providers and beneficiaries within the social accountability paradigm.
Addressing the existing communication gap and emphasising dialogue and information
exchange can increase the scope of collaboration between teachers and parents and lead to an

increased teacher responsiveness to parents’ demands.

The evaluation study, of which this thesis was a part of had hoped to achieve similar levels of
collaborations. Through its design it aimed at bringing together schools and families with the
intention to create a shared responsibility of children’s learning. The purpose behind
conducting activities in the village was to make parents aware and involved in children’s
learning. At the same time, teachers were also encouraged to get involved in these activities,
to consciously bring both actors together and interact more. While the evaluation experiment
did not run its full course, it provided me with an opportunity to reflect on the current structures
of interactions between teachers and parents that showed a lack of collaboration and the
absence of a reciprocal relationship between teachers and parents. In order to build and develop
a lasting collaboration, it is essential that teachers view parents as equal partners in children’s

learning. The findings in the thesis show that the experiences that teachers have had in the past,
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where they try to involve parents, have led to failure. What is then required is some level of
guidance to teachers on how to build such a collaboration, which is currently missing from the
policy documents. These results can be taken forward to build collaborative relationships
between teachers and parents, which are more likely to improve children’s learning and

perhaps, make teachers feel accountable to the parents.

Looking ahead, further exploration of the impact of collaborative relationships on student
outcomes and the long-term sustainability of social accountability efforts would provide
valuable insights. By continuing to study and improve the teacher-parent relationship within
from the lens of accountability, we can strive for a more effective education system. Through
concerted efforts, including open communication, trust-building, and shared responsibility, an
environment that fosters positive relationships and ultimately enhances the overall well-being
and success of students can be created. By working together, teachers and parents have the
power to shape the future of education and ensure that every child receives the quality learning

experience they deserve.
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Appendix A. Data Collection Tools

This study involved two data collection tools- the semi-structured one-on-one teacher interview
and observation of parent-teacher meeting, organised as an activity within the larger evaluation
study. In this section, I present both these data collection tools. The teacher interview guide
was designed in English but translated to Hindi to ease the conversations with the teacher. The

observation guide was for my own observations and hence, remains in English.

A1l Semi-Structured Teacher Interview Guide

A. Background and association with the current school

1. How long have you been associated with the current school?

1. 39 I W5 d I H9 9 IS 82

2. Why did you choose to be a teacher? Do you plan to remain in this profession?

2. 3T R1efeh T &1 faded 1 g1 FT 319 39 O H §9 I8 DI 1o §1d 82

3. How long have you been teaching? What’s the best thing about being a teacher?

3. 30 b T UGT IR 22 R1eiep 817 & IR H I 31 a1 1 B2 o RT A1 22

B. Relationship of the teacher with the parents, local community, and those within the school
system

4. How well do you know people in the village? (How often to do you meet them and for what
purposes?)

4. 3T TTd & AN Y fhaT ST R S 82 (31T Io fha-! IR 3R fob Igwal
forea 82)

5. Has anyone in the village invited you for personal events? Do you go?

5. 1T | fopslt = 3uen! sfaad SrispHI & forw i fovar 82 m iy wird 82

6. Does the headteacher or other teachers in the school live in the village? What type of

discussions do you usually have with other teachers?
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6. 1 faeera § wuTIeaTS a1 31 e g | Tgd 82 3T AR W 31 e/l &
1Y g bR & ==l HRd 82

7. In the past, has there been any event or any special day for you at school that you remember

and cherish? Could you describe that? (Alternately, ask about their worst day in the school)

7. 3fcid B, T d H BIs g1 A1 Dis (AR & g1 8 o 3119 aTe FHrd [RI 81 &2 T 3
D] JUH HR Tdhd g2 (AbTedd U I, IHd J 3d Ja9 92 e & IR T J8)

C. Views on interactions and children’s learning

8. Do you think regular interactions with people in the village and parents are helpful? How?

8. T 3{TUh! AT & b 7T & afvert g Ara-od & 9r FHafid Sraeid AegR 82 a2

9.What do parents and other members in the community think about this school? Do you think

it is possible to change their views?

9. ATA-UdT 3R TG & 31 U 59 IHd & R 8 o1 Jrad g2 FT 3{TIH] el § [
I AR I T IUT 52 H?

10. Can you tell me about the parent teacher meetings and SMC meetings in the school?

10. 7 31U G 1o d H UGS e 96@! 3R THUHRN 966! & IR § §a1 Jhd 57

11. What do you do if a child in your class is not learning well? Who do you feel is responsible
for it?

11. 3R TP H&T BT DPIs T 3BT Tal TG TGT & dl 3HTT T B2 YT I Il
8 39 fod forieR 82

12. What can people in the village as a whole do to ensure children who are not learning well,

do so? (Do you think it is important to discuss any issues or progress of children with you?)

12. S 5= T8t a1 €, 3= AT B & for 7ifa & T o e Tehdl 1

D. Involvement in the intervention

13. How did you get to know about the activities in the village?
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13. 3TUh] 79 | B4 aTeh TTafaid) & aR & Y gdT Iam

14. Can you tell me more about why did you want to be a part of the program? Or do you want

to be a part of the programme and in what ways?

14. 37 3 G 39 IR F SIS I1 9hd & (9 3T HRIHH 1 381 F1 &1 I18d 62

15. Do other teachers and headteachers support you in this initiative? How?

15. T 3 18 3R g8cTy 39 Ugd H SMTUPT U HRd § TT 2 ha?

16. What do you think will be parents and other members in the village’s reaction be on a) your

participation; b) overall activities: Jhatpat, Halla Bol

16. 3TTDH! FIT I & b MUt Tia Bt ufaferar § yrfieR’t wR ik w1 nfafafdat: gue,
T S, TR HT1-fIdT 3R 30 Iew & T faaR gl

17. What all activities do you intend to participate in? What type of support or assistance do

you require for the same?

17. 3mg foo1 gt Tfafaferat & WFT 99 &1 RIST IWd 82 3MUP! fhY UBR I JgrIdT bt
IR H T 52

18. According to you, what is the best way of engaging with people in this village?

18. 3T FTIR, T T & AT Y TS BT qad 3BT dRi] T 62

19. Are you aware of some of the teaching techniques that will be shared with you? In what

ways do you feel this will be helpful?

19. FT 31T S A& TH-1h] 4 AT g ol MU T AT Pt oMt fbd aipl ¥
3{TI] A ¢ b T8 HeaT R g

20. Is there anything else that you’d like to share?

20. T HD 3R g O 31T T AT TR 82
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Date:
Place:

Start Time:

A2 Observation Guide

Observation Guide

School code (if applicable):

Sample Teacher Code:

Type of activity and background:

School staff present:

Any other prominent community member besides parents:

Describe briefly:

A) The type of activity

B) Physical setting (Where is the activity going on)

C) Describe the specific activity or event

D) Teacher engagement level and nature of engagement

[Very Active (3) Not that active (2). Not active at all (1)]

E. Describe what each of them were doing along with the context

O

@)
@)
@)

Head Teacher

Other teachers

Parents

Any other community member (Who)

F. Topics discussed

G. Own comments/reflective notes

End time:
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Appendix B. Sampling Criteria

In chapter 4 on methodology, I detailed sampling process for this research, which was

conducted in collaboration with the central research team at ASER Centre. Below, I provide a

detailed criteria that was used for shortlisting and finalising the four common sites from the

aspect of school and community. These have been referred as the Stage 1 (based on information

from key informants) and stage 2 (based on quantitative criteria) in the thesis.

B1 Parameters used for selection of case study sites based on information from the key

informants (Stage 1)

In order to facilitate the selection and maintain uniformity in categorization, teams were given

the following parameters (detailed below) and asked to nominate sites (schools-villages)

keeping in mind the engagement and response from the school and community on the

parameters mentioned below.

Parameters

Community

School

Rationale

Awareness
and Interest

Are parents and other
community members aware of
the intervention activities?

Are they aware of library
groups and/or volunteer-led
camp classes held in their
villages and hamlets?

Do they send their children to

camps Or organize peer-

groups themselves?

Are volunteers in the village
engaged and
running the camps?

regular in

Are there other (influential)
members in the community
who have engaged and helped
advocate for the project, either
directly or indirectly?

Do teachers take an
active interest in the
intervention?

Are they aware about
the volunteers who
teach children in the
villages and engage
with PAHAL teams
when they visit the
school?

Are they aware of
and/or involve
themselves in the
activities done in the
community?
Example: By
participating in
rallies or helping
organise/prepare

Teachers and
community members’
interest and awareness
of activities is indicative
of their level of interest

in the intervention.

A teacher who is not
aware of and interested
in community activities
is unlikely to put in the
effort to engage with the
the
the

community  or
intervention  in
future.

A community with more
aware members is likely
to engage more in the
intervention  activities
later.
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Parameters

Community

School

Rationale

children for events
like ‘Halla Bol’

Attitude and
Activity

This
attitude could be towards the
teachers, and/or towards
themselves.

change in parents’

Are they beginning to
understand and take up the
activities suggested as part of
PAHAL? For e.g. Illiterate
parents might have earlier
thought that they could not do
anything, but now ensure that
the child is studying in the
evening, individually or in a
group and completing
whatever homework is given.
Or, they have begun sending
their children to attend the
volunteer-led classes.

Have the parents’ views about
the school/
teachers changed? Are they
that their child
attends school and have
started going to drop them
instead of not doing so earlier?
Are they more forthcoming in

government

ensuring

sharing/discussing issues with
teachers as compared to
earlier?

At the community level, do the
engage  with
parents — either by checking

volunteers

on irregular children or by
sharing teaching techniques?

Has the teachers’
thinking about their
own role and that of
the community/
parents changed?

For example, initially
teachers might have
been wary or
dismissive of the
program, saying that
not much will change
in the community.
But, after witnessing
PAHAL activities in
the community, they

have been more
forthcoming in
engaging/thinking
about the
community?

Has there been any

change in  what
teachers do? This
could be giving

additional or regular
homework or using
TaRL teaching
activities.

Teachers might have
welcomed and
encouraged the
running of library
groups and camp
classes in the villages

A change in attitude of
teachers or parents is a
direct indicator of a
positive impact that the
intervention is bringing.
Such villages will be
important for
understanding the
mechanisms of change
in the perception of

actors, both towards
their own selves as well
as towards other
stakeholders.

Changes in attitudes and
actions can also result in
changes the
relationship ~ between
school and community
and can be indicative of
a reduction the
distance between the
school and the
community. It is likely
to reveal the benefits
that both see in such
interactions.

in

in

Adopting some of the
teaching techniques
indicate the willingness
of teacher to put more

effort into teaching.
These could be the
schools and teachers
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Parameters Community School Rationale

Think about how the library | by telling parents to | with higher engagem
groups and camp classes are | send their children to | with the intervention.
bringing a change - is it | these.
creating an interest among the

PAHAL teams in mobilizing
the community, requesting
their participation in events
like Halla Bol.

happening  in
Wherever  there
volunteers engag
that teachers would

to know about
activities.

ent

arec

The library groups
parents or teachers? an  important link
Volunteers could have helped between what

is
the

community and schools.

arec

camps running and

ing

actively, it is more likely

get
the

*In the table, all references to ‘intervention activities’ imply those activities that were planned
within the evaluation study

B2 Parameters used for selection of sites based on quantitative criteria (Stage 2)

This has been referred to as stage 2 of sampling in the thesis. This stage involved shortlisting
the villages obtained from stage 1 information about ‘responsive’ and ‘difficult’ sites. The first
level shortlisting was based on school indicators and household educational status (priority was
given to obtaining maximum variation). The aim of this level of shortlisting was to obtain
maximum geographic spread. Hence, one ‘responsive’ and one ‘difficult’ village from each
block was shortlisted. In the next level, ‘distance from district headquarters (city of Sitapur)’
was given priority. Within this, blocks that were at the periphery were excluded and those that
were equally distanced and convenient to reach were selected. The third level shortlisting was
based on two main parameters that were assumed to be of importance in understanding parent-
teacher interactions. These included children’s enrolment and attendance; and awareness of
teachers and parents about children’s learning. The table presented here, lists the indicators that
were used from the baseline survey data, collected as a part of the evaluation study. The

rationale for using these is also listed in the table.
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Indicator Rationale
School e Student enrolment and attendance e Understand school context
in sample grades (size) and functioning
attendance).
e Number of teachers employed and ( )
number present e Understand teacher
allocation across grades as
e Number of multi-grade classes 8
well as challenges of
e Number of sample teachers with organising teaching and
travel time less than 30 minutes learning.
e Number of sample teachers living ® Understand teacher
in the same village proximity and connection to
the community and children.
Household e % HHs by caste distribution e Understand distribution of
) socio-economic advantage
e % HHs by home construction .
. ; and disadvantage among
material (Permanent, Semi-
sample households.
permanent, Temporary)
) e Understand household
e % HHs by asset ownership . .
education and learning
e Education of HH members support context.
Teacher  and e % of children at different levels of e Understand alignment or
parental reading and numeracy misalignment of teacher and

awareness  of
children’s

learning

% teachers by whether they
correctly or incorrectly identified
children's learning levels

% HHs by ability of child to read
grade-level textbook and count till
100

parental perception with
children’s learning levels.

Distance from
district

headquarters

Distance in kilometres

Logistical consideration for
ease of travel and access by
the research team.
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Appendix C. Analysis details of interviews and observations

C1 Themes, sub-themes generated from interviews with teachers

The data from semi-structured one-on-one interviews with the teachers were analysed using

reflexive thematic analysis (Braun and Clarke, 2021a). In the methodology chapter (chapter 4),

I describe the procedure I followed to code this data, generate categories and subsequent

themes. Here, I present a more detailed version showing what sub-themes were included in the

final themes generated. It also describes the codes and definitions that were used for including

the information in specific themes.

Final
Themes

Sub-
themes

Sub-themes

Codes and Definitions

Opportunities
to interact

Nature of
interactions

Forms of
interactions

Included all three forms of interactions
System mandated: all forms of interactions
which teachers' indicated as compulsory and a
requirement of the education system

Self driven: all forms of interactions which
teachers' indicated to develop a sense of
connectedness with the families, as social
obligation, or done as being a neighbor by the
para teachers.

Parent-initiated: all forms of interactions which
teachers' indicated that were initiated by the
parents.

Indicative
factors affecting
interactions

This was divided into 3 categories:

Teacher designation: included any references
made by the teacher to designation dependent
interactions.

Teacher gender: included any references made
by the teacher to their gender playing a role in
how they interaction with parents.

Others: included references made by the teacher
about the burden of their work, lack of transport,
or general reference to lack of time was included
in this category.
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Final
Themes

Sub-
themes

Sub-themes

Codes and Definitions

Purposes of
interactions

Child: Issues related to the child, such as
irregular attendance, not being dressed properly,
and anything to do with their health, formed the
main reasons for teacher-parent interactions.
Also included generic references to ‘children’s
education’.

School: these included references related to
varying aspects of the school, which involved:
school development or infrastructure; the
distribution of free entitlements such as books
and uniforms; and the organisation of cultural
events and meetings such as the SMC and PTMs.
These also included generic references made by
teachers about the quality of education, without
much elaboration on specific aspects of concern.

Building connectedness: All references made by
teachers where they indicate getting in touch
with parents to improve the relationship,
irrespective of details were included. This also
included to being invited for personal celebratory
events, whether the teacher attended or not. It
also included responses where teachers state that
they were not invited (New teacher). These were
coded as Social Obligation.

Willingness
to interact
with parents

Usefulness
of
interactions

Perceived
benefits of
parental
interactions

Responses to whether the teachers felt regular
interactions with parents were beneficial.
Beneficial for child: included references made to
child's attendance and learning

Beneficial for parents: included references made
to parents' better understanding of the child.
Beneficial for teachers: included references made
to building a connection with the parents, better
understanding of the child

No benefit: Included references made by teachers
where they mention interactions are of no use,
irrespective of whether they expand on it or not.

Perceived
challenges of
parental
interactions

Included references made by teachers to parents'
lack of attendance to the meetings organised in
schools, parents not listening and following
teachers' advice and not helping the child at
home.

Forms of
interactions

Same as above
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Final
Themes

Sub-
themes

Sub-themes

Codes and Definitions

Teachers’
views
about

parents

Action taken
for non-
performing
child in class

Responses on what a teacher does if a child is
not performing well. This included references
where teachers stated

Approached parents: This included all cases
where teachers reported approaching the parents
as a response to this question. This mainly
included checking on reason for attendance.
Solve problem themselves: This included a range
of solutions that teachers provide for when a
child is not being able to learn in their class.
These were, adopting peer learning, giving the
child work based on their level of understanding,
explaining the concept to the child again.

Responsibility
of children's
learning

Responses to question related to responsibility of
children's learning. This was divided into
categories

Parents and Teachers: wherever teachers
describe that learning is a shared responsibility
was coded in this category. These included
references made by teachers stating that mainly
parents are responsible, but then also stated their
own responsibility as restricted to once the child
is in school.

Expectation
from parents

These included references made by teachers
throughout the interview which conveyed what
parents should do for their children. These also
included:

Complaints about parents: Any reference made
by teachers which related to complaining against
the parents or conveying disappointment when
parents did not certain activities. For example,
parents do not pay attention to the child, parents
do not check child's homework. All these were
coded as complaints about the parents.
Suggestions to improve schooling: Any reference
made by teacher which conveyed expectations
from parents but at the same time was a
suggestion by them was included in this
category. For example: charging money from
parents to increase their accountability; this
included an expectation from parents to be more
involved in child's learning and as a solution to
it, the teacher suggests charging a fee.

The main categories for overall expectations
included: Child's attendance, support at home,
provision of basic stationery, ensuring personal
hygiene and making regular visits to the school.
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Final
Themes

Sub-
themes

Sub-themes

Codes and Definitions

Another coding within this theme was:

Reasons for lack of PI: This included references
made by teachers where they explain the reasons
for lack of parents' involvement in child's
learning. This was coded to understand if
teachers' view their own role in this lack of
parental involvement.

Experiences
of
interactions
with parents

Teachers'
views
about

interactions

Preferred
strategies to
connect

Response to the question on preferred ways to
remain connected with the parents. It can be
divided into the following categories:

through meetings: this included references made
by teachers where they primacy was given to
parents attending meetings, implying that
teachers saw connectedness with parents if they
attended the meetings

through distributing things: included reference
made by teachers where in order to get parents’
attention they stated to keep something to eat or
drink

through cultural events or plays: included
references made by teachers where they stated
that parents are more interested in case
something fun is organised. Again, this was to
seek parental attention

through children: this included references made
by the teachers where they stated that children
were the best medium to convey messages to the
parents and stay connected with them.

Parents'
perceptions
about school

Responses of teachers on question about what
parents think about the school and teachers. It
was divided into two broad categories:

Positive: included references where teachers
state that parents think good about them,
appreciate them, or believe teachers are doing
their best. Included references made to aware
parents, who are believed to have positive
perceptions about the teachers.

Negative: included references where teachers
referred to unaware parents or those who did not
visit the school stating they do not know and
perceive teachers as negative. It also included
references made by teachers where they state that
parents believe teachers are paid for everything.
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Final
Themes

Sub-
themes

Sub-themes

Codes and Definitions

Ability of
interactions

This included response to the question on
possibility of changing parents' perceptions. It
can be divided into two categories:

Possible: included cases where teachers believed
it was possible to change parents' perceptions
and explained the reasons. These ranged from
making parents aware and parents visiting
school.

Difficult: included cases where teachers believed
it was difficult to change parents' perceptions
unless infrastructure and other improvement
occur in the school. These included references
made by teachers to improvement in overall
quality of schooling leading to an automatic
change in perception of parents.

Background of
the teacher

This included the number of years the teacher
has been associated to the school and in general
is in the profession, the reason for joining
teaching and if they planned to remain in the
profession.
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C2 Original observations of parent teacher meetings (School 1 and School 2)

Observation Guide (School 1)

Date: 30 November 2019
Place: School
Start Time: 12.30pm (Scheduled for 11am)

School code (if applicable): 200
Sample Teacher Code: MP_HT (School 1, Teacher 1)- Dinesh

Type of activity and background: Parent-teacher meeting organised in school.

The meeting was facilitated by the intervention teams, where they proposed a date and time to
the head teacher. They also explained the head teacher about the intervention team’s role in the
meeting and that the head teacher could either provide input or discuss anything else that they
wanted to. The head teacher agreed and informed parents a week before the meeting. The
meeting was scheduled at 11 am but parents did not turn up and hence, the intervention teams

went in the village to call them.

School staff present: No other teacher attended the meeting. They were teaching children in
the classroom.

Any other prominent community member besides parents: None

Describe briefly:

E) The type of activity: The parent teacher meeting was attended by 10 parents in the
beginning and later joined by 3 more parents. There were mostly females, only 4
males. It started with an introduction of everyone present. The head teacher knew
all parents by their names He introduced two people present from the intervention
team as well as me to the parents. He knew that the intervention teams are
conducting activities in the village with children. He introduced me and informed

the parents that I am here as an observer of the functioning of the school.
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F) Physical setting (Where is the activity going on): The meeting was organized in
the school ground and proper arrangement to sit in a group was made. Tea and

biscuits were arranged for parents.

G) Describe the specific activity or event

The event started with head teacher introducing us and head teacher initiating
conversation with the parents. About 10-14 parents attended with initially 10 parents,
and later on 3 other joined. The 3 who joined later were SMC members. He asked
parents to one by one describe things that can are good and those that aren’t about the
school. The parents started responding but most of them talked about the good things.
The head teacher thanked the two mothers who talked about the ‘good education’ in
the school but also explained how it is equally important that parents describe the

problems or changes they wish to see in the school.

Some of them started mentioning the problem like improving the classrooms
(murammat) and infrastructure overall. One of them even offered to help with any

construction work if required.

Another discussion was related to sometimes teachers not checking child’s homework.
A parent raised this complaint stating that one of the teachers did not check and it
became difficult to understand if the child was doing it correctly. To this the head
teacher assured that he will ask all teachers to check and if it happens next, the parent
should inform the head teacher. There were discussions around play during the break
in school hours. The teacher was explaining the benefits of children engaging in games
while one parent objected and raised an issue stating that it wastes so much time while
teachers do not want to do anything. The head teacher along with the intervention teams

also explained the benefits of play time to the parent.
There were discussions around attendance as well to which the head teacher asked all

parents to cooperate if they see any child who is missing school. ‘This will help me

since then I will devote time with children in school who are coming regularly’
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One of the intervention team members reacted to this and explained to parents how they
could use simple techniques to keep a check if their children are doing their homework.
He, along with the head teacher, also guided parents that they should drop their children
and maintain a habit of regularly meeting the head teacher.

The meeting ended with an organized game conducted by the intervention team with

the parents.

H) Teacher engagement level and nature of engagement

[Very Active (3) Not that active (2). Not active at all (1)]
Very actively engaged, two-way communication where teacher explains the procedure

of how the funds that are there available will be used for construction.

H. Describe what each of them were doing

o Head Teacher: Main teacher in the meting

o Other teachers: No other teacher present. Dinesh came outside the classroom
due to a conflict between one parent and the head teacher.

o Parents: Mostly females, 4 males. Actively listening to the teacher and
intervention team. Also contributing by raising issues and their own problems.

o Any other community member (Who): None

I. Topics discussed:

School infrastructure

Appreciation of education

Attendance of children: contribution of all parents requested

Complaint about teachers sometimes not checking the homework given

J.  Own comments/reflective notes
Most parents spoke freely once the head teacher comforted them. A few were critical
as well. The head teacher maintained his calm and accepted the issues raised and

assured that action would be taken soon.

End time: 1.20 pm
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Observation Guide (School 2)

Date: 4 December 2019

Place: School

Start Time: 11.30 pm (Scheduled for 11am)

School code (if applicable): 100

Sample Teacher Code: BG_HT (School 2, Teacher 6)- Rama

Type of activity and background: Parent-teacher meeting organised in school.

The meeting was facilitated by the evaluation teams, where they proposed a date and time to
the head teacher. They also explained the head teacher about the evaluation team’s role in the
meeting and that the head teacher could either provide input or discuss anything else that they
wanted to. The head teacher agreed that if the teams manage to get parents to the school, these
meetings could be conducted. The meeting was scheduled at 11 am and the teams, including
me, went in the village to call them. We mostly spoke to mothers, who could be found in the
village, but they were apprehensive about vising the school. They enquired the reason for being

called to the school and were curious since, this had never happened before.

School staff present: The male teacher was on medical leave and the other regular teacher in
the school was teaching children.

Any other prominent community member besides parents: None

Describe briefly:

I) The type of activity: The parent teacher meeting was attended by 14 mothers. The
meeting began with head teacher raising an issue with a mother about the
irregularity of her child to the school. This conversation then led to head teacher
complaining to the mothers and asking them the reason they do not look after the
child. The head teacher knew the mothers and addressed them with their child’s
name. The evaluation team observed the meeting in the beginning and did not

contribute much.
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J) Physical setting (Where is the activity going on): The meeting was organised in

one of the classrooms, while children were sitting outside in a group.

K) Describe the specific activity or event

The meeting began with the issue of attendance and parents not providing children
with notebooks to write on. One of the mothers’ discussed the issue of corporal
punishment with the head teacher and reported the reason her daughter was not
attending school was because she was beaten up. To this, the head teacher
responded that it is important to discipline the child and the mothers should do the
same if their child refuses to come to school.

3 female volunteers came in between the meeting. These volunteers were in grade
6 and 8. The head teacher knew that the evaluation team was working with them in
the village to teach children up to grade 5. The head teacher asked them to go home
and even enquired why they were missing school that day. They were not allowed

inside the classroom.

The head teacher also talked to one of the mothers and stated that she smokes the
entire day but does not check on the child. She stated that “Even if you are not
educated, it is important that you send your daughter so that she can be educated”

and questioned the mothers about whether they want a better life for their daughters.

This was followed by the evaluation team explaining to the mothers how they could
use simple techniques to keep a check if their children are doing their homework.
Mothers seemed interested and agreed that they could do this. They also guided
parents that they should drop their children and maintain a habit of regularly
meeting the head teacher. To this, the head teacher responded that there is no need
to come to school but ensure that the child is dressed properly. She stated that while
children receive two set of uniforms for the school, they continue to wear the same
set for several days. She asked the mothers to ensure that once the child comes

home, the child changes the uniform.

The meeting ended abruptly with other regular teacher calling the head teacher since

she was unable to handle all children, who were running around in the ground. The
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teams asked the mothers to come outside for an organised game. The head teacher

asked the mothers to sign in a register to confirm their presence.

L) Teacher engagement level and nature of engagement
[Very Active (3) Not that active (2). Not active at all (1)]

Very actively engaged, one-sided conversation where the head teacher mainly

raised complaints to the mothers.

K. Describe what each of them were doing
o Head Teacher: Main teacher in the meting
o Other teachers: No other teacher present.
o Parents: Mostly females. Only two mothers spoke in the entire meeting to
justify why their daughter was not attending regularly.
o Any other community member (Who): Volunteers from the village who were

part of the evaluation study.

L. Topics discussed:
Irregularity of children
Lack of attention of mothers on their children
Suggestion to educate the girls to improve their lives in the future

Utilising the two set of uniforms given to the children, ensuring hygiene.

M. Own comments/reflective notes

Most parents spoke freely once the head teacher comforted them. A few were
critical as well. The head teacher maintained his calm and accepted the issues raised
and assured that action would be taken soon.

End time: 12:45 pm
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Appendix D. Ethical Checklist and Consent Forms

7 UNIVERSITY OF
¥ CAMBRIDGE

Ethics Checklist and Consent Form
Informed Consent Form

Teacher Code:

Background

My name is Mansi Nanda and I am a part of the research team conducting a grassroots
intervention study for which you were earlier approached, and you volunteered for the study
that will be conducted in this village and the school. I am a PhD candidate at the University of
Cambridge in the United Kingdom. This research piece, although linked with the study you

volunteered to be a part of, is however for my PhD and is an independent piece of work.

Purpose of research

The current research attempts to look at motivation of in-service teachers in public schools in
rural India. In order to get a holistic view about what matters to the teachers teaching in public
school in rural India, I am undertaking a qualitative approach to get an in-depth understanding
of different motivations that guide teachers to put in effort to change their interactions with the
parents. I predict that findings from my research will be able to provide some guiding points
to steer education reforms by focusing on what matters to the teachers with intention to support

them in the future.

In order to gain access to this information, I would like to conduct two interviews with you
each of which will last approximately 60 minutes. These questions will be related to your views
about (a) interactions with parents and other community members, your role and involvement
as well as expectation from the intervention programme, (b) your experience of actually
interacting with community members and c¢) your involvement in the programme. The
interviews will be spread over the course of three to four months depending on your availability
and the meetings that will be conducted in the school. Besides these, I will also be conducting
some observations while you engage with the parents and/or other community members.

Ethics and Confidentiality
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With your consent, I would like to record the interview. This will be helpful for me in
conducting my analysis. The data, once collected, will be stored on my personal laptop of
which only [ will have access to. All materials, including audio-recordings and transcripts made
of these, will be destroyed once the study is complete.

All interviews will be confidential, including your name, the name of the school and its
location, together with any other personal information which may inadvertently lead to your
identification. To ensure complete anonymity I will instead assign you with a code so that you

cannot be identified.

Participant rights
Your participation in this study is entirely voluntary and any time you feel you would not like

to answer further; you are free to do so without any consequences.

How the data will be used

The data collected from this interview will be used for my analysis in order to complete my
final thesis in fulfilment of the PhD requirements at University of Cambridge. The findings of
my study might also be used in making modifications in the programme in which you
volunteered to be a part.

I would hereby request you to please confirm if you agree to take part in the study and give
permission for me to quote your statements in my thesis without disclosing your name by

signing the agreement below.

For further information

You can reach me at my mobile no. if you want to know anything else

about my study or have more questions.

Yours sincerely

Mansi Nanda

PhD Candidate, University of Cambridge
mn502@cam.ac.uk
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Ethics Checklist

Please mark all statements you agree with by putting an “X” in the box next to it

I have read and understand the information on the informed consent letter

I grant consent for my interview to be audiotaped and transcribed

I understand who will have access to the data collected during the study

I understand how personal data will be stored and what will happen to the

data at the end of the study

I understand that research will be written up in a thesis, be published as an
article in academic journals, used for presentations at conferences and for

future research

I consent to be a participant in this study having fully understood my rights

as a participant in this study

Name of participant: Name of researcher:
Signature: Signature:
Date: Date:
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Appendix E. Data collection tools from the evaluation study

In chapter 4, I provide the overall context of the villages in which the case study schools are
located. For this, I utilise the information from village description format prepared by the teams
at ASER Centre which forms the first source of understanding the context as described in this
chapter. In addition to this, I also utilised the data available from various surveys collected at

the beginning of the evaluation study. I provide these formats here, for reference.

E1 Village Description (Qualitative)

MANDATORY DETAILS TO BE MENTIONED AT THE START OF THE
INTERVIEW TRANSCRIPT

Village ID: Village Name:

1. Where is the village?
e For example: distance from the nearest town? Distance from block and district HQ?
e What is the connectivity by road and by public transport?
e How long does it take by bus from the nearest town?

e How far to the nearest railway station?

2. What facilities/services exist?

¢ You have already marked some on the map, such as schools, banks, post office. List
these here.

e Do these facilities function? Attempt to understand the resident’s views on the same
and alternative facilities that they may go to in case the one in the village is not
functional.

e Also write down other facilities. For example: what kinds of shops (e.g.: cycle repair,
kirana shop, dhaba)? What public or private services (eg: beauty parlour, clinic)? Mark
these on the map if possible. Visit as many as you can.

e For how many hours a day does the village get electricity? How easy is it to get water?
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3. What do children do?

Do all the children in the village go to school?

Are there some children who don’t go (eg: vulnerable caste groups in some tolas, or
girls, etc)?

Till what class do most girls in the village study? (This will also be tied to the question
on facilities in the village). Why not more than this?

Till what class do most boys in the village study? (This will also be tied to the question
on facilities in the village). Why not more than this?

Where do boys and girls go if they want to pursue higher education?

Do most children go to the government school? Reasons for this?

Do children go outside the village to study? For example? Why do they go outside?
What else do children do in this village?

What are the other educational/income-generating opportunities availed by boys in this
village? For example, do boys join Industrial Training Institutes (ITIs) and if so, what
are the courses that they join? Do they join these programs after completion of Grade
12% or after Grade 10%?

What are the other educational/income-generating opportunities availed by boys in this
village? For example, do girls join local vocational programs that teach stitching,

computers etc.? If so, where are these programs located?

4. What do the adults do?

Ask separately about men and women. Also ask about different tolas in the village if there are

any.

What is the main mode of income earning for the residents of this village? For example,
agriculture, or self-employment, manual labour

Do women participate in income earning activities? If so, how?

Does the village have inbound or outbound migration? If so, which and what are the
seasonal patterns?

What is the general level of education among the adults of the village? For both men

and women separately. Till what class?
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5. Who lives here?

For example: what is the population (number of households and number of people)?
Are there people of all ages (or do many migrate)?
Are there specific kinds of population groups (eg: certain castes or ethnic groups)?
How is the village organized (eg: caste-wise or religion-wise tolas)?
Languages spoken?
Are there occasions when everyone in the village comes together or is it mostly tola-
wise?
Intervention specific details:
o How many library groups are running and where? (Tolas and mohallas)
* How many children are coming to the volunteer led classes?
o How many volunteers are currently engaged and where are they situated?
o How many influential people are involved in the intervention activities?
=  Who are they?
=  Where are they situated? (Do they belong to specific tola, caste and

class?

Add-ons:

1.

Add your team and your own observations of things that you see. For example, do you
see youth hanging out in the village and playing cards? Do you see women returning
from the fields etc.

For each of the educational facilities in the village, take a picture and file it in the

prescribed format.
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E2 Teacher Survey

Village Name:

Village ID:

School Name:

School ID:

Name of the Teacher:

Teacher ID:
Survey Date: / /2018 Start time:
Teacher's Phone Number
Sex 1. Male
2. Female
What is your age? 1. Under 30
2. 30-39 years
3. 40-49 years
4.50-59 years
5. 60 and above

What is your current appointed post in
this school?

. Appointed HM or HM on Deputation
: Acting (In-Charge) HM

. Regular Teacher

: Para Teacher

A WN PR

In what year were you first appointed
as a teacher?

Since when have you been teaching in
this school?
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SECTION 1: General Information

1 What is your religion? 1. Hindu
2. Muslim
3. Christian
4. Sikh
5. Buddhist
6. Jain
66. Don't wish to answer
77. Other (specify)
2 What is your caste? 1. General
2.SC
3.ST
4.0BC
66. Don't wish to answer
88. Don't know/can't say
3 What language do you speak at home 1. Hindi
regularly? 2. Urdo
(Pick any one option) 3. Bhojpuri
4. Haraynvi
5. Bundeli
77. Other (specify)
4 What is your marital status? 1. Unmarried fQa=1
2. Married then skip
3. Widowed Q5and
4. Divorced/separated 5.1
5 Do you have children who are age 6 or 0. No If Q5=0
older? 1. Yes then skip
Q5.1
5.1 | Ifyes, have any of your children ever 0. No
studied in this school or in any other 1. Yes
government school?
6 Where did you spend your most of your 1. Mostly in this district
childhood time? In this district or 2. Mostly in a different district
somewhere else?
7 Where did you spend most of your 1. Mostly in this very village
childhood time? In a village or in an urban 2. Mostly in a village (but not this one)
area? 3. Mostly in a town
8 Where do you currently live? 1. In this village (as the sample school)
2. In another village
3.Inatown
9 For your current post, is this district your 0. No1l. Yes2. Did not have a preference
posting of choice?
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10 Is this school your posting of choice? 0. No
1. Yes
2. Did not have a preference
11 How do you travel to work? 1. Walk
2. Bicycle
3. Rickshaw
4. Scooter/Motorbike
5. Car
6. Public transport
77. Other (specify)
12 How long does it take you to travel to work Min
(one way) on a normal day?
13 What is the highest level of education that 1. Secondary (matric/class 10)
you have completed? 2. Higher secondary (class 12)
3. Bachelors (BA, BSc.)
4. Masters (MA, MSc)
5. MPhil/Ph.D
77. Other (specify)
14 What certificate for teaching do you hold? 0. I do not hold any cerificate If Q14>0
(Pick multiple options if applicable) 1. D.Ed./ ETT/JBT/ETE then
2. B.EL.Ed write
Whaat was the duration of the course ? 3.B.Ed duration
(Write duration in months corresponding to | 4. M.Ed. in
the course) 5. D.EI.Ed (Spl Ed) months
6: D.Ed
7. OT (Language)
8. C.P.Ed.
9: Special Basic Training Certificate
10: Basic Training Certificate
77. Others (Specify)
15.a | Did you receive any in-service training in the | 0. No If Q 15=0
past school year? 1. Yes then skip
15.1
15.b | If yes, how many days of in- days
service/professional development training
did you receive in the past school year ?
16 Which grades are you teaching this year ? 1:Std 1
(Pick multiple options if applicable) 2:Std 2
3:5td 3
4:5td 4
5:Std 5
6:Std 6
7:Std 7
8:5td 8

77: Other (Specifiy)
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17 Which subjects are you teaching this year? 1. Hindi
(Pick multiple options if applicable) 2. English
3. Maths
4. Environmental studies
5. All
77. Other (specify)

18 What is your current monthly take-home 1. Less than 10,000

pay ? 2. 10,000-20,000
3. 21,000-30000
4.31000-40000
5.41,000-50,000
6. More than 50,000
66. Don't wish to answer

19 On average, how many hours do you spend hours
on administrative and non-teaching tasks
per day? (Include activities such as filling
registers or helping with the midday meal)

20 On average, how many hours do you teach hours
per day? (Do not include other school
activities such as filling registers or helping
with the midday meal)

21 What is the main course of action you take 0. Nothing, there is nothing | can do about it1. |
if a child has poor academic results?(Select tell the parents to make the child study 2. I ask
any one) the parents to send the child for tuition3. | tell the

child to study harder 4. | promise them incentives
for better performance (eg sweets, gifts, praise)5.
| spend extra time teaching the child, before or
after school 6.1 make the child sit with other
children who can help 7. | make the child sit with
others at the same level8. | move the child to the
front of the class 9. | try to check their
understanding more often in class10 . | scold the
child 11. | beat the child77. Other (specify)

22 During this academic year have you ever 0. No
tested children's foundational learning? 1. Yes

66. Don't know/can't say
99. No response
23.a | Do you plan how many days to spend on 0. No
each chapter at the beginning of the 1. Yes

academic year?
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23.b | If yes, do you strictly follow that plan? 0. Never
1. Always
2. Usually
3. Sometimes
24.1 | Who gives you suggestions for your 0. None If Q24=0
teaching most often? 1. Head teacher then skip
2. Another teacher Q24.1
3.Cluster or block official and 24.2
4. A parent or community member
5. SMC member
77. Other (specify)
24.b | If yes, how often do they give you 0. Never
suggestions? 1. Rarely
2. Sometimes
4. Frequently
25 How often do you invite parents to school 0. Never
to discuss children's learning/grades? 1. Once a year
2. Once in 6 months
3. Every month
4. As required
26.a | Have you heard about a program called 0. No If Q26.a =
'Graded Learning'/'Teaching at the right 1.Yes Oor38s,
level'? 88. Don't know/ can't say then go
to Q.27
26.b | Have you ever participated in a training on 0. No
Teaching at the Right Level? 1. Yes
88. Don't know/can't say
26.c | When did you take part in the training on (MM) (YYYY)
Graded Learning program? (Write month
and year)
26.d | For how many days was this training? (Days)
27 Who do you think has the greatest 1. Parents
responsibility to ensure that children learn? | 2. Teachers
(Read out the options and pick only one) 3. Head Master
4. SMC

5. District Authority
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Section 2: Attitudes and Perceptions on Learning

"I am going to ask you a few questions to you. Each question is related to your school, teachers, children's learning
levels, their families and the community. Please listen to these questions carefully and for each, tell me what do you
think about it. There are no right or wrong responses for these questions, so please respond without any hesitation.
For every question, answer in a yes/no/don't know or can't say." (If after reading a question, the teacher does not
respond, read it out once more only. If you still don't receive a response, select the "No response” option.)
S.No. | Question Responses Skip Rule
1 Can children in the classes you teach able to | 0. No
read their Hindi textbooks of their class? 1. Yes
88. Don't know/can't say
99. No response
2 Can most children in this school able to do 0. No
two-digit subtraction with borrowing by the | 1. Yes
time they reach grade 4 ? 88. Don't know/can't say
99. No response
3 Do children in your classroom both clever 0. No
and weak students improve their learning 1. Yes
levels? 88. Don't know/can't say
99. No response
4 Do girls and boys, in general, learn equally? | 0. No
1. Yes
88. Don't know/can't say
99. No response
5 Do girls, in general, learn to read faster than | 0. No
boys? 1. Yes
88. Don't know/can't say
99. No response
6 Do boys, in general, learn mathematics 0. No
faster than girls? 1. Yes
88. Don't know/can't say
99. No response
7 Do children, in general, from lower social 0. No
categories have more difficulties in 1. Yes
learning? 88. Don't know/can't say
99. No response
8 Does children from poor families often lag 0. No
behind in learning because their parents are | 1. Yes
often illiterate? 88. Don't know/can't say
99. No response
9 Do the majority of children in the classes 0. No
you teach have been promoted to the next 1. Yes
class without learning the previous class' 88. Don't know/can't say
curriculum? 99. No response
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10 Do you have enough material available in 0. No
the classroom to make sure all children in 1. Yes
your class learn well? 88. Don't know/can't say
99. No response
11 Do you have enough subject knowledge to 0. No
make sure that all children in your 1. Yes
classroom learn well? 88. Don't know/can't say
99. No response
12 Do you know how to identify children who 0. No
are behind the expected level? 1. Yes
88. Don't know/can't say
99. No response
13 Do you know how to teach children who are | 0. No
falling behind the expected learning level? 1. Yes
88. Don't know/can't say
99. No response
14 Can you help children from disadvantaged 0. No
backgrounds to learn? 1. Yes
88. Don't know/can't say
99. No response
15 Is it important for you that your teaching 0. No
helps children overcome the challenges 1. Yes
while learning? 88. Don't know/can't say
99. No response
16 Will you be able to help children lagging 0. No
behind in your class this year? 1. Yes
88. Don't know/can't say
99. No response
17 Is it important for you to make sure that 0. No
students whose parents are illiterate can 1. Yes
learn? 88. Don't know/can't say
99. No response
18 Are you concerned about the learning of 0. No
children from lower social categories in your | 1. Yes
class? 88. Don't know/can't say
99. No response
19 Are you worried when children in your class | 0. No
get promoted without learning the 1. Yes
curriculum of the previous class? 88. Don't know/can't say
99. No response
20 (If the respondent is In-charge HM, then skip | 0. No
this question and select the "Not Applicable" | 1. Yes

option".)
Does the head teacher help you to improve
children's learning in your class?

88. Don't know/can't say
99. No response
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21 Do you get support from community
members to help children who have fallen
behind the expected learning level in your

0. No
1. Yes
88. Don't know/can't say

class? 99. No response
22 Is the support from community members 0. No
helpful to improve children's learning? 1. Yes

88. Don't know/can't say
99. No response

23 Do the teachers do everything they can to
improve children's learning?

0. No

1. Yes

88. Don't know/can't say
99. No response

24 Do the parents do everything they can to
improve children's learning?

0. No

1. Yes

88. Don't know/can't say
99. No response

25 Do the community members do everything
they can to improve children's learning?

0. No

1. Yes

88. Don't know/can't say
99. No response

Section 3: Information related to sample children

We will be visiting the homes of some of the children in Std [2,3, 4] to talk to their parents. We also wanted your

opinion about these children.

S.No. | Question Responses Skip Rule
Do you know any of these children?
Child 1 0. Don't know 1.Know
Child 2 0. Don't know 1.Know
Child 3 0. Don't know 1.Know
Child 4 0. Don't know 1.Know
1 Child 5 0. Don't know 1.Know
Child 6 0. Don't know 1.Know
Child 7 0. Don't know 1.Know
Child 8 0. Don't know 1.Know
Child 9 0. Don't know 1.Know
Child 10 0. Don't know 1.Know
Are any of them frequently absent from
school?
Child 1 0.Not absent 1.Frequently absent 88. Don't
5 know/can't say
Child 2 0.Not absent 1.Frequently absent 88. Don't
know/can't say
Child 3 0.Not absent 1.Frequently absent 88. Don't
know/can't say
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Child 4 0.Not absent 1.Frequently absent 88. Don't
know/can't say

Child 5 0.Not absent 1.Frequently absent 88. Don't
know/can't say

Child 6 0.Not absent 1.Frequently absent 88. Don't
know/can't say

Child 7 0.Not absent 1.Frequently absent 88. Don't
know/can't say

Child 8 0.Not absent 1.Frequently absent 88. Don't
know/can't say

Child 9 0.Not absent 1.Frequently absent 88. Don't
know/can't say

Child 10 0.Not absent 1.Frequently absent 88. Don't

know/can't say

Have you met any of their parents in the last
1 month?

Child 1 0.Haven't met 1.Met
Child 2 0.Haven't met 1.Met
Child 3 0.Haven't met 1.Met
Child 4 0.Haven't met 1.Met
Child 5 0.Haven't met 1.Met
Child 6 0.Haven't met 1.Met
Child 7 0.Haven't met 1.Met
Child 8 0.Haven't met 1.Met
Child 9 0.Haven't met 1.Met
Child 10 0.Haven't met 1.Met

Do you think any of them are not able to
read a text like this? [show ASER story]

Child 1 0.Not be able to read 1.Be able to read
88. Don't know/can't say
Child 2 0.Not be able to read 1.Be able to read
88. Don't know/can't say
Child 3 0.Not be able to read 1.Be able to read
88. Don't know/can't say
Child 4 0.Not be able to read 1.Be able to read
88. Don't know/can't say
Child 5 0.Not be able to read 1.Be able to read
88. Don't know/can't say
Child 6 0.Not be able to read 1.Be able to read
88. Don't know/can't say
Child 7 0.Not be able to read 1.Be able to read
88. Don't know/can't say
Child 8 0.Not be able to read 1.Be able to read
88. Don't know/can't say
Child 9 0.Not be able to read 1.Be able to read
88. Don't know/can't say
Child 10 0.Not be able to read 1.Be able to read

88.

Don't know/can't say

Do you think any of these children would be
unable to solve a subtraction sum like this
one? [show ASER subtraction]

Child 1 0.Unable to solve 1.Be able to solve
88. Don't know/can't say
Child 2 0.Unable to solve 1.Be able to solve
88. Don't know/can't say
Child 3 0.Unable to solve 1.Be able to solve

88.

Don't know/can't say
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Child 4

0.Unable to solve

88.

1.Be able to solve
Don't know/can't say

Child 5 0.Unable to solve 1.Be able to solve
88. Don't know/can't say
Child 6 0.Unable to solve 1.Be able to solve
88. Don't know/can't say
Child 7 0.Unable to solve 1.Be able to solve
88. Don't know/can't say
Child 8 0.Unable to solve 1.Be able to solve
88. Don't know/can't say
Child 9 0.Unable to solve 1.Be able to solve
88. Don't know/can't say
Child 10 0.Unable to solve 1.Be able to solve

88.

Don't know/can't say

End time of the survey:
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E3 Village Survey

ESRC: VILLAGE SURVEY

VILLAGE NAME VILLAGE ID
SCHOOL NAME SCHOOL ID
Surveyor 1's Surveyor 2's Name:
Name:

ILLAGE: From: / /2018 To: / /2018

FATES PRESENT IN

A. BASIC VILLAGE FACILTIES Observe Instructions
yourself (Tick

A.l [Pucca/tarred road leading to the village? YES NO

A.2 |Electricity connection in the village? YES NO |Look for electricity poles, wires, etc

A.3 |Post office in the village? YES NO |Look for a post office building/sign board

A.4 [Bank? (Any type) YES NO |Bank can be any kind (govt/private/cooperative)

A.5 |Government Ration/PDS Shop in the village?| YES NO |Only government/sarkariration/PDS shops

A.6 |Govt. Primary/Sub Health Centre in YES NO |Only Government/Sarkari ration/PDS shop

the village? should be considered.

A.7 |Private Health Clinic? YES NO [Look for any clinics/doctors indicating that
there is a private health facility. Does NOT
include alternative medicine like Hakims,
Vaids etc.

A.8 |Computer centre or Internet Café in YES NO |Look for centre outside of school and home

the village?

B. LIST OF KEY VILLAGE/COMMUNITY
MEMBERS

Ask the Sarpanch and HM of sampled school for names of people other than school staff who are interested in
education in the village and can be interviewed. List their suggestions here.

S.No. [ Name Affiliation/location Suggested by:

1. Sarpanch/Pradhan/Wa
rd member

2.School Head Master

3. Other (specify)
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C. SCHOOLS INSIDE THE SAMPLE VILLAGE

List all schools situated inside the village offering Std 1 or higher. Visit the schools and note down the school
type (government, private, other) and the lowest and highest grade offered by the school.
S.No. |Full Name of the School School Type [Lowest Highest |Remarks
grade grade
offered offered
1 G P 0]
2 G P 0)
3 G P 0)
4 G P 0)
5 G P 0)
6 G P 0)
7 G P 0)
8 G P 0)
9 G P 0)
10 G P 0]
11 G P 0)
12 G P 0]
13 G P 0]
14 G P 0]
15 G P 0]
16 G P 0]
17 G P 0]
18 G P 0]
19 G P 0]
20 G P 0]
G = Government , P = Private , O = Other
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E4 Classroom Observations Survey

ESRC Study: CLASSROOM OBSERVATION

A. GENERAL INFORMATION
bserve a Hindi period when teaching activities are taking place (not an exam, test etc).
ill Section A BEFORE you go into the classroom.

CODE
Black: A urveyor names: cooqy
Village: 1
School: 2
Teacher: MY Date of observation: | ) |MM ey
mWhi:h class are you going to observe? Std. E E E
X J0id you see a timetable that shows a Hindi period for this class at this time? “

50 10 the chassroom o &¢ obsereed If 0 teacher is prasent, ask Aoy permisiion 0o ST bt the class for that penad.
ST o the back or somewiiere wiere pou cow cfservwe the chass mithau! inderrusting what & gang on.
The purpase (s fo andesstand the mann &cthies thal the teacher aad the studeats ave dong.

Wihile olsering, 4o not tadk 20 studim s or teachers. Aust alberye.

. CLASSROOMENVIRONMENTAND ORGANIZATION
ill Section B AS SOON AS YOU ENTER the classroom/space where the class is taking place
e sure you do the observation ot o time when o dass is supposed to be taking ploce.

mfidt all the classes sitting in this dassroom/space

[(tdT) [tdZ]| (3] [Sedd] [SedS] |sed6| | std7 | [stds)

more than 1 class is sitting together than choose one owing options:
han 1 cla han of the foll

a. from each class were sitting in separate groups

b. from all dlasses were sitting in mixed class groups

If option o, them il all questions bosed on the doss you are there to observe.
If optian b, then answer afl questions based on all the chvidren in the class.

IEERWhat kind of class is it? (Tick ONE option)

a. A regular class for ALL children from these dasses

b. A special/remedial class for ALL children from these dasses

c. A special/remedial class only for weak children from these dasses
EERWhere is this class taking place? (Tick ONE option)

a. In a dassroom

b. In a verandah

. Outdoors

X Xlassroom infrastructure. Mark either Y or N for each of the following statements:
There is space for EVERY child present to sit comfortably.

There is space for the teacher to walk up to EVERY child.

ALL children are sitting on chairs.

ALL children are sitting on mats/tat pattis,

There is at least one blackboard that is easy to write on.

The children in the back can easily see the writing on the bladkboard.

= s o0 oo
<| =<| <| <| =<| <
z|lz|z|z|z| =2
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8- There is chalk in the dassroom.

h. There is TLM (other than textbooks) displayed on the walls (eg: posters, maps).

i There is TUM (other than textbooks) that children can hold and use.

< | =<|=| =<

J Children's creative work is displayed.

zlz|z| 2

ECTION C. SNAPSHOT OF TEACHING-LEARNING ACTIVITIES IN THE CLASSROOM
nce you are sitting in the class and observing what is happening, and have filled out Sections A and B,
ke one 'snapshot’ of what is going on in the classroom every 10 minutes till the period is over.
ease note that this section should be filled only on the basis of activites in one glimpse.»

B rapshot number: EI BN cpshot time: m

Duimﬂismpshtwﬁd!d&nnbookhmetmum?
fudl | kd2| fd3| feda| [sws| [swd6| [sd7]|  fed@ | [Nome]

[ Wreacher activity. What is the teacher doing during this snapshot?

Speaking activities
Reading aloud from the textbook

a
b Reading aloud any other material (Other books, charts, story cards etc.)
¢ Talking to students (about the lesson)

d. Talking to students (unrefated to the lesson)
e
f
8

Asking students oral questions related to the lesson
Asking students to recite, together or one by one
Hawving a discussion or corversation with

students

<| =<| <| <| <| =<| <
z|lz|z|z|z|z| 2

Writing activities

h. Writing on the blackboard

i Asking students to write on the bladkboard
i Giving students dictation

| 3
k. Asking students to do any kind of written work (eg: in copies or siates)

<| =<|=<| <
z|lz|z| 2

Other teaching activities

L Checking students’ written work

m. Supervising while students use any TLM other than textbook
Supervising while students work in groups or in pairs

o. Asking students to do any activity that is NOT textbook based

p. Listening while students speak
Non teaching activities

<| =<| <| <| <
z|lz|z|z| =z

q. Doing school work but not interacting with students Y| N
. Doing something that is unrelated to students or school work Y| N
5. Not doing anything at all Y| N
L Notin the dassroom Y| N
[EFCiassroom organization. How are the students sitting during this snapshot?
a. They are sitting in straight lines facing the teacher Y| N
b. They are sitting in one large circdle Y| N
¢ They are sitting in small groups | Y| N

275




d. They are maoving around (no fixed seating) EHEN

) \here is the teacher sitting during this snapshot?

a. Sitting on a chair Y| N
b. Sitting on the floor Y| N
3 Standing in front of the dass Y| N
d. Moaoving around the class Y| N
KXW stucent activity. During this snapshet, are students e
a. Yes, everyone in the dass has been given the same task/activity to do Y| N
b. No, different students or groups have been given different task/activities Y| N
C. Students have not been given any task or activity Y N

IEER Vst are MOST students doing during this snapshot?

8. Listening to the teacher Y| N
Listening activities

b. Listening to another student or students Y| N

t. Reading from a textbook (aloud or silent!
Reading activities : { Y YN
d. Reading sorething other than a textbeok Y| N
¢. Copying from the blackboard or from a textbook Y| N
f. Taking dictation Y| N
\Writing activities g Writing answers to questions Y| N
h. Any type of creative (free) writing Y| N
i. Wiriting on the walls or on the floor Y| N
Speaking j. Disoussing a dass-refated topic with each other Y| N
activities k. Giving collective responses to the teacher Y| N
|. Playing a game Y| N
'Doing’ activities m. Making something Y| N
n. Acting, singing, dancing etc Y| N

-
z

Off-task activities 0. Doing an activity that is not related to the dass

R What teachingJearning material are MOST students using during this snapshot?
a. Textbook
b. Copy/slate

Other materials to read

d. Other materials to write on {eg: chart paper, floor)

e Arty other material {eg: shape card, puzzles, globe):

(o

< | =| <] =<| =<
z|z|z|zl=z

SECTIOND. CLASSROOM OBSERVATION SUMMARY
This section contains some general questions about the class. Fill this section after the period is over.
IEENOverall, which of the following staternents best describes what you obsarved in the classreom?

A teacher and students were present. The teacher was teaching and/or managing student
activities all of the time.

A teacher and students were present. The teacher was teaching and/or managing student
activities some of the time. " e

A teacher and students were present. The teacher did not teach at all.
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EXXouring the entire period that you observed, did the teacher:

Go up to any students seated in the middle or back of the class?

Call at least 3 children by their name?

Smiile, laugh, or joke with one or more students?

Praise or encourage one or more students?

Makce sure that MOST children had a chance to say something?

-0 N o e

Use local information to explain a topic/concept in a more relevant way?

Give corporal punishment?

Use negative language or verbally abuse children?

Scold or punish any child (other than corporal punishment or verbal abuse)?

<| =<| <| <| <| <| <| <| <| <
z|lz|z|z|z|z|z| 2| 2|2

L

Carry a cane or stick in the classroom?

X0 uring the entire period that you observed, did you see the following materials being used by children?

a Barakhadi chart Y| N
b. Picture cards Y| N
¢ Para cards Y| N
d. Story books Y| N
e Flash cards Y| N

During the entire period, did you see the teacher ask students in the observed dass to
speak or write about any open ended question or topic?

If yes, please note down up to 3 open ended questions /topics here:
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ES Household Survey

ESRC HOUSEHOLD QUESTIONNAIRE (MAIN SAMPLED CHILD)

Instructions:

1. Fill this format for one sample child.

2. Definition of a Household: All members living in the same house and eating from the
same kitchen as the Sample Child will be considered part of one household.

3. If'there is more than one sample child living in the same household and eating from the

same kitchen, fill the Additional Household Format for the second Sample Child.

Sample Village ID: Sample Village Name
Sample School ID Sample School Name
Class of the Sample Child Sampled

Child ID
Name of the Sampled Sex of Sampled Child 1: Boy
Child 2: Girl
Date of survey Start time of the survey
(DD/MM/YYYY) / /

2018

Full name Surveyor 1 Full name Surveyor 2
Location of this House/tola or mohalla name
GPS OF THE HOUSEHOLD

Verbal Consent

Do you agree to participate in
IF 0 — END THE SURVEY
this Interview? 0: No

1: Yes
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Section 1: General information

1 Name of the primary respondent
2 Relationship of the primary respondent with | 1:Father
[SAMPLED CHILD] | 2:Mother

3:Sibling
4:Grandfather/Grandmother
5:Uncle/Aunt/
77:Other relatives (Specify)

3 Name of the Head of the Household

4 Contact No. of any member of the Household

5 What is main religion of the household | 1: Hindu

members? 2: Islam
3: Christian
4: Sikh
5: Buddhist
6: Jain
66: Don’t wish to answer
77: Other
88: Don’t know
5.1 What is your caste? Skip Q 5.1 if Q5 is 2-88
6 What is the reservation category of members of | 1: General

this household?

2: Schedule Caste (SC)
3: Schedule Tribe (ST)

4: Other backward class (OBC)

66: Don’t wish to answer

&8: Don’t know
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Section 2: Family engagement with SAMPLE CHILD’S School

IMPORTANT:

1. This section is to be filled for each sampled child, individually and separately. As far as possible the following questions
should only be administered to a parent of the Sampled Child. If neither parent is available on the day of your visit, return
another day.

2. Administer this section to the guardian only if both parents are deceased or do not live regularly in the household,

I will ask you a few questions related to your engagement with the school in which the [Sampled Child] studies

and his/her teachers.

1. | Does [sample child] goes to [sample | 0 No / g}
school’s name]? o
1. Yes /&l
88: Don’t know / IdT #gT
1.1 | Does your child go to a government | 1. Government school If answer to Q 1 is 0, then
school or a private school? 2. Private school skip 1.1
88: Don’t know / IdT #gT
2. | After the [SAMPLED CHILD] was | o No/ Tl
promoted to the current class, have you g
or any other household member visited I Yes /8T IF 0 or 88 — SKIP Q. 2.1
the [SAMPLED CHILD]’s school? | 88: Don’t know / 9dT sTar
(Select any one) GOTO
QUESTION 3
2.1 | If yes, what was the reason for your last | 1: To discuss/collect scholarship, textbooks/ uniform
visit?
(Can choose up to 2 options) 2: To discuss teachers’ behavior (Physical or verbal
punishment) with child/children
3: To discuss child/children’s learning levels or marks
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4: To discuss child/children’s attendance or behavior

77: Other (Please specity)

88: Don’t know
3. | Do you know the name of any of | I: Respondent could give name of at least 1 teacher
[SAMPLED CHILD]’s teachers? 88: Don’t know name of even 1 teacher
Do not prompt.
4 | Do you know about the School | 0.No
Management Committee (SMC)? 1.Yes
99. No response
4.1 | If yes, are you part of the School | 0. No
Management Committee of the | 1. Yes Skip 4.1 if
Sampled School? 88. Don’t Know / Can’t Say Q4=0
99. No response
4.2 | Ifyes, when did you last attend an SMC | {1 [ ess than a month ago Skip 4.2 if
meeting? Q4.1=0/88
2. 1-3 months ago
3. 3-6 months ago
4. 6-12 months ago
5. More than one year
99. No response
5. | Does anyone from this household help | 0. No
the [SAMPLED CHILD] at home with | 1. Yes
his/her studies? 88. Don’t Know / Can’t Say
(If anyone other than family members | 99. No response
living in the sampled household help
the child, record it as ‘No’)
5.1 | If yes, who helps [SAMPLED CHILD] | 1. Parents SKIP 5.1 IF
at home? 2. Siblings Q.5=0/88
(Multiple choice) 3. Someone else
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99. No response

6 | Does the [SAMPLED CHILD] take | 0. No
any paid tuition class currently? 1. Yes
88. Don’t Know / Can’t Say
99. No response
6.1 | If yes, how much do you pay for the SKIP Q. 6.1
[SAMPLED CHILD’S] tuition per IF Q6 =
month (write only number)? 0/88
7 | Do you know if there has been any | 0. No
activity in the village related to | 1. Yes
children’s learning? (Other than PTA) | 88. Don’t Know / Can’t Say
99. No response
7.1 | If yes, did the [SAMPLED CHILD] | 0. No Skip 7.1 and
participate in this activity? 1. Yes 7.2 if Q7=
88. Don’t Know / Can’t Say 0/88
99. No response
7.2 | Did you participate in this activity? 0. No
1. Yes
88. Don’t Know / Can’t Say
8 | In a week, how often does [sample | O Never
child] study/do homework at home | 1 Occasionally
after returning from school? 2 Regularly
88 Don’t know/can’t say
99. No response
Does [SAMPLED CHILD] ever attend | 0 No
9 | arranged study groups in the villages? | 1 Yes
2 This doesn’t happen in this village
88 Don’t know/can’t say
99. No response
9.1 | If Yes, how many times in a week does | 1 Occasionally Skip 8.1 if
[SAMPLED CHILD] attend these | 2 Regularly Q. 8 =
study groups? 88 Don’t know/can’t say Option 0/2/
88

99. No response
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10 | Do you ever look at [SAMPLED | 0. No
CHILD]’s textbooks or notebooks? 1.Yes
2.Child does not have textbooks or notebooks
99. No response
11 | Do you or anyone else read or tell | 0. No
stories to [SAMPLED CHILD]? 1.Yes
99. No response
11.1 | If Yes, in a week, how often do you | 0.Never Skip 11.1 if
read or tell stories to [SAMPLED | 1. Occasionally Q.11 =No
CHILD]? 2. Regularly
88 Don’t know/can’t say
99. No response
12. | What responsibilities do parents have | 0 No responsibilities
to improve their children’s education? | 1 Sending children for tuition
(Multiple choice) 2 Helping children with their homework
3 Checking children’s notebooks
4 Talking to children’s teacher
5 Buying books/notebooks
6 Telling children to study
7 Sending children to school
8 Spending money on children’s studies
77 Other (specify)
88 Don’t know / can’t say
99. No response
13 | Who has the greatest responsibility to | 1. Parents
ensure that children learn? 2. Teachers
Read out options and choose only one | 3. Hm
4. SMC

5. District administration

99. No response
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Section 3: Perceptions, attitudes and actions related to Sample Child’s learning and education

I am going to read out a few sentences to you. Each statement is connected to your child's learning levels,
teacher, family and the community. Please listen to these statements carefully and for each, tell me whether
you agree or disagree. There are no right or wrong responses for these statements, so please respond without

any hesitation." [If after reading a statement, the respondent does not respond, mark no response. Read it out

once more only].

1 [SAMPLED CHILD] learns whatever is

taught to him in the class

0. No
1. Yes
88. Don’t Know / Can’t Say

99. No Response

2 [SAMPLED CHILD] can read his/her
Hindi textbook easily

0. No
1. Yes
88. Don’t Know / Can’t Say

99. No Response

3 [SAMPLED CHILD] can count till 100

0. No
1. Yes
88. Don’t Know / Can’t Say

99. No Response

4 [SAMPLED CHILD] is learning as much

as other children in his/her class

0. No
1. Yes
88. Don’t Know / Can’t Say

99. No Response/

5 Teachers do not treat [SAMPLED
CHILDY] the same way as other children in

the class

0. No
1. Yes
88. Don’t Know / Can’t Say

99. No Response

6 You can support [SAMPLED CHILD’S]

studies/learning at home

0. No
1. Yes
88. Don’t Know / Can’t Say

99. No Response
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7. You have time to help my [SAMPLED | 0. No
CHILD] learn at home 1. Yes
88. Don’t Know / Can’t Say
99. No Response
8. You ask [SAMPLED CHILD] what they | 0. No
do in school everyday | 1. Yes
88. Don’t Know / Can’t Say
99. No Response
9. You tell [SAMPLED CHILD] to work | 0. No
hard in school 1. Yes
88. Don’t Know / Can’t Say
99. No Response
10. You encourage [SAMPLED CHILD] to | 0. No
read books other than school textbooks 1. Yes
88. Don’t Know / Can’t Say
99. No Response
11. The school (or teachers) invites you | 0. No
regularly to discuss the learning levels of | 1. Yes
[SAMPLED CHILD] | 88. Don’t Know / Can’t Say
99. No Response
12. You worry when [Sampled Child] is not | 0. No
able to read simple text or do simple math. | 1. Yes
88. Don’t Know / Can’t Say
99. No Response
13. [SAMPLED CHILD] was promoted to the | 0. No
current grade without having learned the | 1. Yes
curriculum of the previous class 88. Don’t Know / Can’t Say
99. No Response
14.a. | For girls: You are concerned that|0.No
[SAMPLED CHILD] is learning less than | 1. Yes

the boys

88. Don’t Know / Can’t Say
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99. No Response

14b | For boys: You are concerned that | 0.No
[SAMPLED CHILD] is learning less than | 1. Yes
the girls 88. Don’t Know / Can’t Say

99. No Response

Section 4: General perceptions, attitudes on learning and education

Now I will read some questions to you. Every question is related to the of all children. Listen carefully to these
questions and tell me what you think about these questions. Answer these questions in Yes / No / Don’t know.

[If after reading a statement, the respondent does not respond, mark no response. Read it out once more only].

1. Meeting with the teacher is a waste of time. 0. No
1. Yes
88. Don’t Know / Can’t Say

99. No Response

2. Boys learn faster than girls. 0. No
1. Yes
88. Don’t Know / Can’t Say

99. No Response

3. Teachers do everything they can to improve children's | 0. No
learning. 1. Yes

88. Don’t Know / Can’t Say

99. No Response

4. Parents do everything they can to improve children's | 0. No

learning. 1. Yes
88. Don’t Know / Can’t Say

99. No Response
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5. Community members do everything they can to | 0. No
improve children's learning. | 1. Yes
88. Don’t Know / Can’t Say

99. No Response

6. You would like to volunteer time in the school if it | 0. No
helps  children get a  better education. | 1. Yes
88. Don’t Know / Can’t Say

99. No Response

Section 5: Household Roster (for all household members)

Instructions for the surveyor

1. This sheet is to be filled for ALL MEMBERS IN THE HH (3 years and above) who have been
living in this household regularly for the last 6 months and eat from the same kitchen as the
Sampled Child.

2. Those individuals who are not family members but who live regularly in the sampled household
should ALSO be surveyed.

3. DO NOT take information about individuals who are currently visiting the sampled household or
have stayed with the sampled household for less than 12 months.

4. Ifthe father or mother of the sampled child is dead, do not fill their information.
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Total number of members in the household

For all members of the household (3-18)

For all members of the

Presently enrolled in School/college

Not enrolled in school/college in

household present
Roster Name of Age Sex Relationship Main occupation Class Type of Highest level of Type of
ID the member with the school/college education school/college
sample child last attended
1: 0: Sample 1: Student 0: Pre- 1: 0: Never enrolled 1: Government
male child 2: Unemployed school(Anganwadi) Government 1: Std1 2: Private
2: 1: Mother 3: Housewife 1: Std1 2: Private 2: Std 2 etc 77: Other
female | 2: Father 4: Agriculture 2: Std 2 etc 77: Other 88: Don’t know
3: Siblings 5: Agricultural labor 88: Don't 12:Std 12
77: Other 6: non-agricultural labor ) know '
. : 12:5td 12 13: Graduate (B.A /
like construction work etc. 3. Grad /
7: Artists working 13: Graduate (B.A B.Sc / B.Tech /
independently like mason, B.Sc / B.Tech / B.Com)
carpenter, electrician etc.
P i B.Com) 14: Post graduate
8: Home based occupation 14: Post eraduat
: Post graduate
like beedi rolling etc. & (MA / M.Sc /
9: Small business (MA /[ M.Sc / M.Tech /M.Com
10: Any other M.Tech / M.Com 77: Other
job(Government/Private) 77: Other (Specify)
66: Doesn’t apply (Specify) 88: Don’t know
77: Other (Specify) 88: Don’t know
88: Don’t know
1
2
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Section 6: Household Indicators

Instructions for surveyors:

1. This information is being collected to understand the relationship between child’s

learning level and economic status of the household.

2.0bserve and mark accordingly for questions in this section. Ask when and where necessary.

1 Type of house? 1: Kuccha
(Select one option) 2: Semi pucca
3: Pucca
2 Is there electricity connection in the HH? 0:No
I: Yes
2.1 | Skip if Q.2=No 0:No
Is there electricity during the HH visit? 1: Yes
3 Is there a toilet facility available for use inside the house? 0:No
I: Yes
4 What is the primary mode of cooking in the household? 1: Sticks, firewood, dung
(Select one option) 2: Coal stove (Angithi)
3: Kerosene Stove
4: Gas stove/ LPG
5: Bio gas
6: Smokeless chullah
5 What transportation assets does your household have? 0:No 1: Yes
FOR EACH ITEM IN THE LIST, TICK IN ANY ONE COLUMN
1 | Bicycle
2 | Motorcycle/Scooter
3 | Car
4 | Tractor
5 | Cart (with bullock
6 | Auto rickshaw
77 | Other
6 Which of the following reading material does your household have? | 0 : No 1: Yes
FOR EACH ITEM IN THE LIST, TICK IN ANY ONE COLUMN
1.None
2. Religious books
3. Any book other than school textbooks
4. Newspaper
7A: Does this Household have the following things? 0:No 1: Yes
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FOR EACH ITEM IN THE LIST, TICK IN ANY ONE COLUMN

1 Mobile Phone

2 | T.V.

3 | Clock/Watch
4 | Radio

5 | Electric Fan
6 | Table

7 | Chair

8

Pressure Cooker

9 | Sewing Machine

Ask questions in Question 7B only if the number of possessions in Question | 0 : No I: Yes
7A is 6 or more.

10 | Computer

11 | Mixer/Grinder

12 | Washing Machine

13 | Refrigerator

14 | Air Cooler
IS THERE AN ADDITIONAL SAMPLED CHILD LIVING IN THIS | 0:No I: Yes

HOUSEHOLD AND EATING FROM THE SAME KITCHEN?

IF YES, FILL THE ADDITIONAL SAMPLE CHILD FORMAT.

IF NO, PROCEED TO THE HOUSEHOLD OF THE NEXT SAMPLE CHILD IN YOUR LIST.
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E6 School Survey

ESRC Study: SCHOOL SURVEY

Read sl questions sad ismtructions exrefully. m
Collect information ONLY FOR THE SAMPLE SCHOOL WHICH IS ON YOUR LIST OF SCHOOLS. ASER
D net collect information for any other school cven i o b in the ssme buildiag or ea the same cxmpas.

Blocl Block ID ) ) 0D | MM Yryy
L Date of Schodl Survey:

Vilage Villge 1D
Scheol Schoel 1D

. = 1 "

Surveyoe ramics Tiree of survey

b 1
Respendceat Namc
Comlact
Deegration [ 1 | 1 | 1 | 1
Appetatod Depetaton MM la-chamge NN Regudar Toacker FPara Teacher

A. GENERAL SCHOOL INFORMATION

mh there @ road that lends % the school?

Yex No
Il'\‘\:x Whatt type of road = ir? I I I l I I I I
Tax Nk Mad No Read
Cersent Scalig
lr. which year wis thix scheol casblished? I l I I Il':.u PIS% N Dant knaw

Write year

m\& hat & the official Medinm of lastrection in the scheol? I I I l | l | I

Hnid veds cagled Ulacr

B. TEACHERS APPOINTMENT AND ATTENDANCE

Svarce. Ask Head Master. ) Head Merter v wnavailable. ek Seavor Most Teacker

Number
Number
ianed present
Sppares [0bseree)
[Ask]
Dyl
Rl Apponted or Degutation HM
g In-charge HM
G N Aagular Teacher
LN P i a teacher
ml')»i you sce an atcadance regater for leachers in the school? | I I I

C. LISTING OF ALL TEACHERS IN SCHOOL

Roarce. Ask Head Master. Jf Head Merter e uvaveilable, ek Sexvor Moot Teacker
Lt detieds for all teschers IN THE SCHOOL. Ao mclude the HM in this list
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Sex Teacher Type uuglhl 1o uugin o uu;hl 1o
Std 27 Std 37 Std 47
're-:;" Full Name of the teacher] :Amindﬂ: ? ::. ? :: ? ::.
- SO = T
17: Oher  [17: Oher  [17: Ocher
| pomr TR Nopeaty)  [ispecify) [ispecify)
Example RENU SHARMA 2 I 52 9 )
1
2
3
4
5
6
7
8
9
10

292




D. HINDI TEACHERS FOR STD 2,3 AND 4

Source: Ask Head Master. If Head Master is unavailable, ask Senior Most Teacher

From the above list, select teachers who regularly teach Hindl to 5td 2, 3 and 4. If during the fleld work, the regular Hindl Is not avallable,
down the name and ID of the teacher who would be teaching Hindi to the concerned classes

oo = R
std2|
std3|
sedd |

E. SCHOOL MONITORING AND SUPPORT

Source: Head teacher OR seniormost teacher present. Check the relevant register if possible.

Instruction: For each question, tick any one of
the options.

In the last week
In the last month

When was the last time the School Management
Committee had 2 meeting?

When was the last ime a Chaster Resource official or
Block Resource official visited the school?

When was the last time the Block Education Officer
visited the school?

F. LIST OF PROMINENT VILLAGE MEMBERS
Source: Ask the Head Master

S.No. Name

P12 |
- \:E%% 3
5| 5|5% 2|z
|z B
1-] - -
Institution/post

G. SCHOOL INFRASTRUCTURE AND FACILITIES
Source: Observe yourself and tick accordingly

M Have textbooks been received for the current academic year for each of the following classes?

Hindi Math
Std 3 Yes | No Yes | No

Std 4 Yes | No Yes | No
Std 5 Yes | No Yes | No

Did you see a time table for the school? Yes No

Is there a set of storybooks that children can take out? Yes No
If yes: did you see any student taking a book? Yes No

Did you see evidence of students eating a hot cooked midday

meal today? Yes No

If no: how many days since MDM was served?

Write 999 if Midday Meal kas mever been served.
days
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Is there a complete boundary wall?

Yes No
| [ S I
e Yes No
Is there any arrangement for drinking water?
If yes: could you drink water?
Note: exclude
a. How mary pukka rooms are being used for teaching today? washrooms
7
b. How many pukka rooms are closed or being used for other
purposes?
Did you see the Mid-Day meal menu displayed anywhere in the .
schaol? Yes No
Is there an electricity connection in the school? Yes No
If yes: was there electricity during your visit? Yes No

Whu toilet facilities are available in | [ therea Ifyes, was If unlocked,

the school? toilet? it locked? was it
usable?

Yes | No Yes | No Yes | No

Yes | No Yes | No Yes | No

Common todlet

Glrls® todlet

Boys' todlet

Teachers' tollet
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