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Preface

Researches in the area of reading and writing thespast sixty years have clearly shown
that reading is a constructive process. Learningetwl and write is not just a matter of
distinguishing letter shapes and being able to drawopy those shapes. An understanding
on how children develop as literacy learners igleddan order to provide appropriate support
to enhance this development.

Reading has always been recognized as a key comipoha sound educational programme,
no viable plan is in place in the school systerartsure children’s acquisition of, and mastery
over reading skills.

In the year 2007, NCERT launched its pilot projecMathura district of Uttar Pradesh. The
project covered five hundred and sixty one schepigsad in five blocks of Mathura. It served
as a testing ground for the newly conceived anbbvicLip activities of the programme. A

Base-line Survey was conducted to understand #neping status of reading in schools and
assess the literacy environment at school and meh®arious interventions were made to
support the teachers, teaching grades | and Il ki) about changes in the pedagogic
practices and literacy environment in school. Moty had been followed as an on-going
process of the programme. The monitoring helped RICEeam to stay connected with the
teachers, cluster and block level officials at Magh Monitoring helped to map out the
gualitative progress of the program and understiedon ground realities of the field.

Regular feedback from the monitoring provided beyadnderstanding of the challenges
occurring in the implementation and to plan furtaetions.

In order to assess the improvement in literacysskinong children, an End-term Survey was
conducted in October, 2012. The tools had beenlolesé keeping in view the framework of
the Early Literacy Programme and the revised giraseto be used by children for reading
and their comprehension ability. The tool was deddinto three parts: writing, reading
comprehension and literacy environment of childigme analysis of the data was done both
gualitatively and quantitatively to assess the mrpment among children.

We hope that this study will help understand thecesses of reading and writing in classes |
and Il and to improve the pedagogical practicegrel@$or early literacy.

Continuous interactions with States/Union Terrgeriwould, in future as well, create
awareness about recent trends in the area of E#dyacy. This will benefit our young
learners in early grades at one end and improvemee&aching learning process and learning
levels at the other end.

Manjula Mathur
Co-ordinator
Early Literacy Programme
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EXECUTIVE SUMMARY

The Early Literacy Programme of the NCERT lays shron understanding the processes of
reading and writing in the early years of schoolingoving away from the mechanical
engagement with literacy. Looking at reading andtimg as constructive processes, the
programme focuses on drawing the attention of etlmgiats and policy makers across the
country to address literacy as an area of speciahcern. It aims to share the theoretical
understanding and pedagogical implications and pfevappropriate support to states and
union territories to address early literacy as aea of special focus .

NCERT had set up a Reading Development Cell iry¢lae 2007 under Sarva Shiksha Abhiyan
with support of the Ministry of Human Resource Dgwament. The creation of this Cell marked
the beginning of a significant attempt to focus #teention of policy makers and curriculum
designers all over the country on the pedagogyeafding in the early classes. The Reading
Development Cell was designated as the DepartnfeBtady Literacy and School Libraries in
February, 2010 but was later merged with the Depant of Elementary Education as the
Early Literacy Programme.

Obj ectives of the programme

The Early Literacy Programme has been pursuingftitfdlment of several objectives since its
inception:

* To address early literacy as an area of specialufoavith an understanding of its
pedagogical & theoretical implications.

* Toinitiate dialogue and attention on the pedagofiyeading and writing in early years.

» To create a cadre of teachers well acquainted wetagogy of reading & writing.

* To associate reading with the experience of joy @ledsure.

* To enable children to become motivated readers \ariters with sustainable and lasting
reading skills as they graduate out of primary sako

To achieve these objectives, the Early LiteracygPamme, NCERT had undertaken the
implementation of a pilot project and a number cfivaties like developing a body of literature

on early literacy, developing an understanding efipgogy of reading and writing amongst
teachers and officials, sensitize and create awasembout the need for early literacy among
educationists, policy makers and planners.

The Early Literacy Programme has attempted to brigsgknarrow notion that learning to read
and write is dependent only upon textbooks. Thgrarame emphasizes on using children’s
literature in the classroom to provide children kwian environment conducive to reading.
Reading and writing are understood as developmentadesses and an early literacy classroom
is an unhurried, relaxed space for teachers andetis to enjoy the processes of reading and



writing. Children in an early literacy classroomalid have easy access to children’s literature
with the freedom to browse through them with pleas'he books are free from the burdens of
textbook learning and provide opportunities forldien to share the pleasure of reading with

their teacher and the peer group. Children’s litenee provides opportunities and freedom to

engage with books and develop familiarity with them

The Mathura pilot project on early literacy has haeplemented in five hundred and sixty one
schools in five blocks (Goverdhan, Chaumuha, NaljHeaya and Farah) of Mathura districts
since 2008. The pilot project focused on buildiagacity of teachers of grades | and Il in order
to change the pedagogic practices and literacy remvinent in school so that children in these
grades learn to read for meaning and write withgmse.

I nterventions of the Mathura Pilot Project

The interventions undertaken under the project lwvea providing material for children and
teachers, extension programmes, orientations of teachers and monitoring. Material was
provided in project schools in the form sélect children’s literature, graded reading series
Barkha, children’s magazine Firkee bachchon ki aedigning and creating reading corners.
Manuals, books, video programmes and posters weaped for teachers which were used in
the orientation programmes. Extension programmks Bk Pustak mela was organized for
awareness generation among community members. gkgogmone to establish functional school
libraries was also undertaken in select projectasuhl and a national seminar on early literacy
was also organized.

Since the pilot project was implemented with theadlve of understanding the impact of the
pedagogical approach, classroom implications anilisation of available resources, it was

necessary to assess the change that had taken ptatlee school environment, teaching
practices adopted by teachers; and the physicalrenment of the classroom and its impact on
student learning. An End-term Survey was conduat€ittober 2012. Forty schools from all the
five blocks were selected for the study.

The end-term study was planned based on the foltpotj ectives:

» To assess the prevailing status of reading in slshpast the interventions.
* To assess the effectiveness of pedagogic practitgsed in schools.
* To assess the literacy environment at school arcbate.

Methodol ogy

Sample - While planning the end-term survey it was decidedaover all the blocks and select a
representative school from each of the forty sehesters. This selection of school was done on



a random basis. At the time of study of the taaahgle thirty eight schools could be covered in
the study.

Similar to the base-line survey conducted in thar @908, students of grade Il were assessed
for their reading and writing abilities in the estdrm survey as well. All students of grade Il
present at school on the day of data collectionensvered. The total numbers of three hundred
and thirty three students were covered in the study

The design of the tool - The tool has been developed keeping in mind tleraheal framework

of the early literacy programme. The tool was depell to capture the changes in the strategies
used by children for reading and their comprehensability. The tool was divided into three
parts: writing, reading comprehension and literagyvironment of children. For the tools used
in the end-term survey, refer to Annexure- A

Data Collection Procedure - The end-term survey was led by the Early Literaeant at
NCERT. The study was done over a period of fiys daOctober 2012. The data collection was
done in two phases. In the first phase three Blookse covered and in the second phase two
Blocks were covered. All students of class Il preghat day were interviewed on a one on one
basis.

Data Analysis

The data collected from children who participated the study includes both quantitative
information as well as qualitative observationstio¢ filed investigators. The quantitative data
has been analyzed by using simple percentages \Wdrgely the analysis is qualitative. A
comparison has been provided between the basealmke the end-term survey on different
aspects related to children’s reading and writinghvior.

The qualitative analysis of data has captured tiféeiEnt strategies for reading adopted by

children. This qualitative analysis is further emicad by providing profile studies of children.

These profiles are representative of children whdipipated in the study. The analysis goes on
to describe the different reading and writing bebavs demonstrated by children which is

reflective of the classroom teaching practices addy teachers. It also shares the learning
environment available for children. This is basedtbe responses of children to questions on
exposure to print and story- telling at school dmame.



Key Findings and Recommendations
Key Findings

The End-term survey of the Mathura Pilot Projecs In@vealed various aspects about the
process of reading and writing in the early yeafschooling.

The analysis and findings highlight the followpgjnts:

* Itis important to understand the major dimensidmough which children’s reading and
writing skills are developed rather than slottitigem into categories of readers and writers
or non- readers and non-writers.

» Each child is on the path of development and tlevelopment should be supported by
informed pedagogic practices, conducive classroomirenment and other factors like
opportunities to engage with print and reading amating in general. These aspects need to
be addressed during teaching learning process.

» Children’s exposure to a print- rich environmentinsperative in enhancing their reading
skills. Children should be given ample opportusitie engage with print material. This
understanding among practitioners needs to be deeel.

» Children essentially look for meaning when theydreldse of cues from context, pictures,
background knowledge reveals how children use theses to make meaning. These are the
parts and process of learning reading. It indicatkeat children expect print material to be
meaningful and purposeful and employ reading sgiiaefor the same.

* Prediction is a developmental phase of the reagiragess and its acknowledgement in the
classroom supports children’s reading process aatl$ to successful comprehension of the
texts.

» Children’s rich exposure to literature increase®ithrepertoire of employing strategies to
read a text and an attempt to pick up an unfamikéeat with confidence.

» Children’s self-correction in their reading is irgitive of their meaning construction. It is a
way of monitoring their reading and it is a Metagnitive act.

» Children’s writing is a reflection of their engagent with print. Children were not only
aware of the print in their environment but alsteitigently use it in their writing.

» Children’s risk-taking behaviours in reading anditivrg convey their positive and confident
attitudes towards literacy.

» Changes in children’s reading and writing behaviedetermine the pedagogical changes in
the classroom. It is indicative of the changes teaie emerged in teachers’ understanding
of early literacy which has reflected in the clagsm instruction and eventually in children’s
reading and writing behaviours.

vi



Teachers were not interacted with as a part of thisvey. But time to time discussion,
monitoring reports and focus group discussion réseaa progressive leap in their
understanding. Some important aspects observeshrhers understanding are:

* Teachers understood that ‘Reading’ is not decodimgt reading is ‘reading with
comprehension’. Teachers now view listening, spegkieading and writing as integrated
processes. They are now viewing writing as a megmirand purposeful activity rather than
a mechanical process.

» Teachers have become aware of the importance lfrehis literature as a meaningful and
effective resource of learning to read. Teachens mgknowledge the developmental phases
of reading and writing as they emerge in the claesn and joyfully accept children using
their home language in school. Classrooms have rheclively with the presence of books
and children’s literature.

» Classroom activities of reading and writing connetith personal experiences of the
children. The teachers now readily reach out taenis and qualitative talks have become a
regular feature between them.

Recommendations

* A National Resource Group on early literacy neexlbeé formed that createspatform for
discussions and debates on existing practices afmkms in the area. This group should
comprise of educationists, early literacy expentsl glanners and will be responsible for
providing support to states in designing their lange programmes.

o States/UTs need to form its own resource group ay diteracy. This group should
comprise of academic authority of the state, edanégdts, early literacy experts, children’s
literature experts, teachers and teacher educatdns can guide and support the state in its
language programmes in aspects curriculum developmeaterial development for teachers
and children and capacity building of teachers.

* The pedagogical practices should focus on readorgcbmprehension and writing with
meaning and should be supported by meaningful piait environment in schools. The
importance of literacy learning in the foundatioyesars of schooling needs to be taken with
seriousness as it impacts learning and all othericular areas.

 The academic authorities of States/UTs should rensltat the early grades language
programmes should be carefully designed and itsalije to progressing grades should also
be well defined.

Vii



The onus of the literacy programme should be shavegd the people involved at State,
District and Block and cluster levels to ensure mup and long term sustainability.
Professional development of teachers, head teack¥uster and Block Resource teams is
imperative to develop a sound understanding aldweitheoretical concepts of early literacy.

It is desirable that States/UTs ensure that atdbleool, teachers are available as per the
Pupil Teacher Ratio (PTR) prescribed by RTE-200% 3chool should assign teacher(s) for
grades | and Il specifically.

Every States/UT should plan professional developmiepractitioners on a long-term basis.
To ensure that children would become independeaders and writers, teachers need to be
empowered with sound theoretical understandingooicepts and processes of learning to
read and write. Professional development programrapart from training could also
include monthly review meetings, teacher seminasg,to model schools and others.

Pre-service teacher training programmes shouldude core area on early literacy and
children’s literature in their curriculum. All subgt teachers should graduate with an
understanding of literacy development of children understand and support literacy
learning processes of children, which every teadmrounters, irrespective of the subject
they teach.

In-service teacher training programmes should foeosall components of early literacy to
develop conceptual understanding of the procestesading and writing amongst primary
school teachers. The trainings should be spread aveonsiderable time-frame to allow
teachers to delve into the intricacies of the pss&s involved. Since there teachers have
their own experiences from their classrooms, theuéd be used in the training to
understand the process of literacy development.

Material developed for student-teachers or teacheh®uld address the curricular needs of
an early literacy programme. Teachers graduatingt mf professional development
programmes should be empowered and equipped toessidhe literacy related needs of
children coming to their schools.

States should ensure that school environments @neucive to literacy learning. Reading
corners should be created in all classrooms ofdrkih in grades classes | and Il so that
literature and reading material is easily accedsibor children. School libraries should be
functional. The school library should be a hub df &academic activities in school and
resource centre for children and teachers both. Tiherians/ in-charge should also be
actively involved in academic activities of the@ahand teachers. They should all work in
close cooperation to be able to gude and supparth edher.

viii



Children’s literature is an essential component@iding corners and libraries in schools.
States/UTs and union territories should ensure telgvant and age-appropriate literature
is available to children in schools. States shodét/elop clear guidelines for selection of
good children’s literature. This should be widelgseminated among teachers.

States should ensure the alignment between pedmddiogractices in the classroom,
textbooks and assessment procedures. The acaderhority of the States/ UTs should
ensure that the textbook aligns with the designedaulum for schools.

States/UTs should plan activities to create awassnén communities/SMC on the
importance of early literacy. Activities likgustak mela, book weeknukkad natak, story
festivals, mobile libraries are some suggestedvdids to create awareness among various
members of the community.

Monitoring needs to be an inbuilt part of earlyeliacy programme implementation.
Monitoring demands academic support and hand-hgldifiteachers, therefore, the people
involved in the monitoring process, i.e. the Blackl Cluster Coordinators, Head Teachers
should have an understanding of the vision as agthe academic principles and classroom
implementations. Follow-up, academic and admintsteahand-holding is imperative for the
long-term sustainability of the programme and sddwg a continuous process.

Researches in the area of early literacy shouleébeouraged to expand the knowledge base
in the country and create platforms for curriculdiscussions and debates on early literacy.
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SECTION 1
Early Literacy Programme- An Introduction

1.10VERVIEW

How do children learn to read and write; how do dkars teach children to read and write
meaningfully, for different purposes and expresswimat is reading and writing; how does reading
and writing develop, what can make children sudaés®aders and writers? These questions
constitute today's discourse on education in théyaeears of children’s learning in our country.

The need was felt for a long time to develop a @ogne focusing on the processes of reading
amongst school children. Though reading has alveags recognized as a key component of a well
conceived educational programme, no viable planbeen visible in schools to ensure children
engage in meaningful processes of reading andngritReading is integral to academic studies,
professional success and personal developmentasteen recognized in pedagogic literature as a
distinct developmental area in the formative yedrschooling. It has been a matter of great concern
for educationists as to why reading has remainagipa and perfunctory in the school curriculum.
Similarly, reading for pleasure has been considenede as a theoretical concept rather than as an
actual educational agenda. To help children grovasiproficient readers and writers, and with that
in view, it was required to design a literacy paogme focusing on the early years of schooling.

Researches in the area of reading and writing tverpast sixty years have clearly stated that
reading is a constructive process. Learning to @adl write is not just a matter of distinguishing
shapes of letters and being able to recognize,ooirwee, draw or copy those symbols. These skills
are quite secondary when it comes to understanlengature of reading and writing.

NCERT in the year 1964, had implemented a praecteading. The purpose of the project was to
build an active nucleus of Indian educators whaa¢spearhead a movement on reading. It sought
to develop insights into the complex problem c&cteng-reading'. As a part of the programme, a
five-week orientation course was organised and hligation was brought out in the end. A
children’s book was also published as a part optbgramme calleRani Madan Amawhich was
later used as a grade | textbook in many states.

Many nations across the globe have also madet®ffar this direction. Many developed and
developing countries have specially focused ingguand universities to guide their teachers and
planners on early literacy (reading and writingerly grades). Contemporary research points out
that learning to read and write begins very eanlyife, that is for almost all children in a litéea
society (Teale and Sulzby,1989Fhildren learn through active engagement, coostry their own
understanding of how language works based on theerences, conversations and print they
encounter in their life (Teale & Sulzby, 1989)

Research studies state that children activelymgteo understand the nature of language spoken
around them, and, in trying to understand it, fdatelihypotheses, search for regularities, and test
their prediction.

Teale, W. H., & Sulzby, E. (198%mergent literacy: New perspectiviesD. S. Strickland & L.M.Morrow (Eds.), Emergititeracy: Young children
learn to read and write, Newark,DE:Internationahéleg Association.
2 s

Ibid



Instead of receiving bit by bit a language entirigiricated
for others, children reconstruct language for thelnes,
selectively using information provided by the epwmiment
(Ferreiro & Teberosky,1982)

Emergent literacy is the idea that
children grow into reading and
writing with no real beginning of
ending point.

(Teale & Sulzby, 1989

In most literate societies, children have contadh vprint
long before they walk into a classroom at schobleylhave experienced various purposes of print
through books, newspapers, advertisements, billgppers, covers, hoardings. Smith (2604)
suggests that reading begins the moment youngrehilbecome aware of environmental print. It can
be drawn that children become aware of the printhrhefore they go to school. Marie Clay (1991)
coined the termEmergent Literacy’ where she acknowledged the liteacy behaviours of
children and thus, broadened the notion of literacy In her research, Clay has extensively
described how young children interact with booksilevineading and writing, even though they
cannot read or write in the conventional sense. &mains thaemergent literacy is a gradual
process that takes place over time from birth, untia child can read and write in what we
consider to be a conventional sens&mergent literacy is the idea that children giote reading
and writing with no real beginning or ending poititat reading and writing develop concurrently
and interrelated and according to no right sequenceder (Teale & Sulzby, 1989)

In our country, efforts have not been made to enake of and implement the vast body of
knowledge that is available on the reading prodé$sms been noticed that teachers continue tdteac
reading in a manner which is a result of habit anldng-standing practice. Nation-wide learners
achievement surveys conducted by NCERT and othencgs show that the number of children
who cannot read is very high despite completinghary school. The studies are constantly drawing
our attention to the grim reality of reading inlgarasses. The process of reading is very comagex

it involves a combination of sub-skills.

The National Curriculum Framewo2005 emphasized reading as a focus aseal how teachers
and their pedagogical processes remain ignoranhede developments. The teachers need to be
oriented to this understanding and orientation paowgnes need to engage the teachers with the
nuances and complexities of the reading processdaigess the classroom practices and needs.

The pedagogical practices should be based on stitwwyetical grounds. Literacy is no longer

perceived as a simple cognitive skill but as a dem@nd active process with cognitive, social,

linguistic, and psychological aspects (Teale & Byjz1989¥. Children’s concepts about literacy are

moulded from the earliest experiences and inteyastchildren have with readers and writers as well
as through their own attempts to read, write, amstruct meaning (Teale & Sulzby, 1989)

% Ferriero, E., & Teberosky, A. (1982)iteracy before schoolingPortsmouth, NH: Heinemann.

4 Smith, F. (2004)The Identification of MeanindgJnderstanding Reading : A psycholinguistic anialgé reading and learning to read” @&d.).

5Clay, Marie.M(1991)Becoming Literate, the construction of inner cohtAuckland, Heinemann.

Teale, W. H., & Sulzby, E. (1989 mergent literacy: New perspectiviesD. S. Strickland & L.M.Morrow (Eds.), Emergititeracy: Young children
learn to read and write, Newark,DE:Internationahéleg Association.

"National Curriculum Framework, 2005 National ColiotiEducation Research and Training, New Delhi

®Teale, W. H., & Sulzby, E. (198%mergent literacy: New perspectiviesD. S. Strickland & L.M.Morrow (Eds.), Emergitliteracy: Young children
learn to read and write,. Newark,DE:Internationah&ng Association.

® Ibid



When children enter school, thaydigood control over a| . :
least one spoken language, are aware of enviroming Research on literacy learning clegry
print and have experimented with written forms | Shows that the processes of reading,
communication through scribbling on walls, mud, grap| writing, listening, viewing and
books, etc. These experiences of children refleetfact | thinking develop simultaneously as
that reading and writing develop at the same timerey | |earners become literate.
children qnd are inter-relate@hildren do .not Iea_m hqvv (Cooper, 2000).
to read first and then learn how to write. Writing is
often easier for some children to begin with than eading (Clay,1991)'°. Children’s day to day
observations reveal that listening, speaking, readnd writing are not in any way linear or isothte
processes. Research on literacy learning clearbwshthat the processes of reading, writing,
listening, viewing and thinking develop simultansiyuas learners become literate (Cooper, 2000)
In schools, these research findings and rich egpeés of children should be built upon in the
learning process.

The goal in all reading situations should be ‘usthierding’. It is imperative that the message that i
conveyed in the printed text be understoaderacy is not viewed merely as decoding but rathe

the whole act of reading, including comprehensio@Mason and Sinha,1993f. Emergent literacy
perspective advocates literacy learning by intangctvith meaningful texts for genuine purposes
including enjoyment. This perspective focuses dragpects of language (semantic, syntactic and
grapho-phonic), and not merely on phonics (Sinbaog>.

The desire to relate and find meaning is at thethedaeading. Reading is a complex process. It is
much more than precise, detailed, sequential pgorepnd identification of letters, words, spelling
patterns and large language units (Goodman, 196%)s a holistic act with a combination of sub
skills put together (Andersohliebert, Scott, Wilkinson, 1985) For a child who has learnt to read
letter by letter, there is no choice except to dectine text via the phonological components. # is
difficult and wasteful process which overloads thdd’s short term memory and the capacity to pay
attention to meaning of the text.

A concentrated effort should be made to help temgfe Reading is a complex. process. Itis
much more than precise, detailed,

teacher’s at_tention frqm methods to proader appemand sequential perception and
understanding Reading is essentially a process Q jgentification of letters, words,
meaning making and comprehension is an integral par | spelling patterns and large languade
of reading. It is not a new or an added skill thathas to | units.

be learnt for reading. (Goodman, 1967}

Writing is also important for young children becaus

they are already writing before they enter the fornal classroom. Although their writing may not
look like words, it is a part of their literacy leang process. Children want to write from the
beginning of school. Before school, young childvweite on walls and floors.

10 Clay, Marie.M(1991)Becoming Literate, the construction of inner cohtAuckland, Heinemann.

YCopper. J.D. (2000).iteracy: Helping children construct meanitg® ed.). Houghton Mifflin Company. Prinston, New &grs

Mason,J., Sinha,S., (199Bmerging literacy in the early childhood years: Apipg a Vygotskian model of learning and developmenUniversity
of lllinois at Urbana-Champaign.

3sinha, S. (2000Acquiring Literacy in Schoal$493. Redesigning Curricula in journal Seminar.

“Goodman, K. (1967Reading: A Psycholinguistic Guessing Gadwmurnal of the Reading Specialist. May, 126-135.
*Anderson.R.C..Hiebert.E.H..Scott.J.A.. & Wilkinsdm.G. (1985).Becoming a nation of readers: The report of the @ission on Reading
Washington, DC: The National Institute of EducationS. Department of Education.



Children may seem like they are scribbling, butéhe meaning behind it; the children need only be
asked what the scribbles mean (Graves, $888alkins (1994) reported that ninety percent of
children come to school believing they can writeislonly schools that take away this belief and
pleasure from children and make writing a mecharpoacess of copying, making the right curves
and strokes focusing on neat handwriting.

Young children learn to write when they see usingifor | cniidren may seem like they are
real purposes (Calkins, 199%) Children understand thg scribbling, but there is meaning
functional meaning of writing, that it conveys ma@nand | behind it; the children need only be
is purposeful. Calkins (1994§ writes that it is essentia) asked what the scribbles mean.
that children are deeply involved in writing. Shighiights | (Grave, 1983™°

the importance of having young children share theitings with others so that they will perceive
themselves as authors.

Reading and writing are both acts of meaning makingChildren use their previous experiences
and other contextual cues to make meaning in rgaahid compose meaningful texts in their writing.
This understanding empowers teachers to cast awagw dictated ways and methods and gives
them opportunities to deal creatively with the speafic needs of their classrooms.

Children’s literature plays a very important rotethe literacy development of children. Reading to
children every day is extremely important and ohthe most beneficial ways in which literacy can
be promoted. Children develop an understandingtaheunature of written language at a very early
age by listening to books read aloud. Similarlgldpendent reading gives children opportunities to
explore books, engage with various forms of primithllustration or text and engage with it. Tiss
the time when children understand how to hold akbtow to turn pages, and how to read words
from left to right, running their finger across tha&ge in a left to right sweeping motion as theylrea
As children engage with meaningful print and areegi multiple opportunities for reading and
writing on a daily basis, they pass through thecesses of reading and writing at their own pace
before they can be called conventional readersvaitdrs. These are the developmental phases of
literacy.

As young children read, they look at illustratiordentify objects in illustrations, pretend to read
(even if they are holding books upside down!), talessh a connect between various illustrations,
understand the sequential order, run fingers dwetdxt, develop an understanding of the coherence
between text and illustrations, identify words, uses from illustrations, content of the story and
their understanding about the structures of langutagpredict the text of the story to become
conventional readers. All these processes or ptiaaéshildren go through are valid attempts in the
process of reading. At each stage here, childrereagaging with the book meaningfully and not in
a superficial form. Children respond to texts @arigus ways which include asking questions,
comments, drawing, writing, re-reading, and reflegt

Similarly, in the processes of writing, childrengage in scribbling, symbolic drawings, invented
spellings (writing where they spell words based their understanding of letter- sound
correspondences) moving towards conventional syslli

%Graves, D. (1983)riting: Teachers and children at worRostsmouth, New Hampshire: Heinemann EducatiBoaks.
calkins, L. (1994)The art of teaching writingPortsmouth, NH: Irwin Publishing.
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Writing should be guided by a meaningful purpos
Children should be given the responsibility to ckeahe
topics they want to write about and the books thawnt to
read. These behaviors and knowledge are not pgesst:
Teale and Sulzby (1986 wrote “it is not reasonable tq
point to a time in a child’s life when literacy beg.
Rather, we see children in the process of becotiaragte,
as the term emergent indicates”.

It is not reasonable to point to a tirr]e
in a child’s life when literacy begins,.
Rather, we see children in the
process of becoming literate, as the
term emergent indicates.
Teale and Sulzby (1986}

While children develop and use different strateda@sreading a text, it is important that children
develop phonological awareness. Ferreiro & Tebar¢dR82)** do not dismiss the importance of
breaking up speech into its minimal elements (phwe®. They say instead of making distinctions,
we should make children conscious of a distinctluey already know and make them aware of the
knowledge they already possess. Children aredjraware of the letter-sound correspondences as
they engage in meaningful processes of readingnaitohg. At times, their direct attention can be
brought about to the correspondences but not mattiegprocess one of mechanical drill and
memorization.

Classrooms should be exciting places where childmen learning literacy skills with ease and
enjoyment in a meaningful context. Classrooms shbe places where children have a variety of
reading material, including good children’s litenag available for them to explore and engage with.
Along with independent reading time, storytellingdaread aloud sessions should be regularly
conducted with children. All of these should leadnteaningful reading and writing opportunities
where children behave like ‘readers’ and ‘writeesid gradually became independent readers
and writers.

1.2 Need of the Programme

The Early Literacy Programme (ELP) initiated by NTE with the support of MHRD was
conceived, based on the research findings in tha af early literacy which have been discussed in
the earlier section. It lays thrust on meaningidgesses of reading and writing and focuses on the
pedagogical practices in the classroom. Lookingadling and writing as constructive processes, the
programme focuses on drawing the attention of edrdats and policy makers across the country to
address early literacy as an area of special conédP aims to share the theoretical understanding
and pedagogical implications and provide appropsaipport to enhance this development.

NCERT set up &eading Development Cell in the year 2007 under Saa Shiksha Abhiyanwith

the support of the Ministry of Human Resource Depgient. The creation of this Cell marked the
beginning of a significant attempt to focus thesiatibn of policy makers and curriculum designers
all over the country on the pedagogy of readinthenearly classes. The Reading Development Cell
was designated as the Department of Early Litesacl School Libraries in February, 2010 but was
later merged with the Department of Elementary Btloo as the Early Literacy Programme.

XTeale, W. H., & Sulzby, E. (1989Emergent literacy: New perspectivies D. S. Strickland & L.M.Morrow (Eds.), Emergirieracy: Young
children learn to read and write. Newark,DE:Intéioreal Reading Association.
ZFerriero, E., & Teberosky, A. (1982)iteracy before schooling®ortsmouth, NH: Heinemann.



1.3 Objectives of the programme

The Early Literacy Programme has been pursuingfuti¢lment of several objectives since its

inception:

» To address early literacy as an area of specialsfedth an understanding of its pedagogical &
theoretical implications.

* To initiate dialogue and attention on the pedagaigyading and writing in early years.

» To create a cadre of teachers well acquainted péattagogy of reading & writing.

* To associate reading with the experience of joyadsure.

* To enable children to become motivated readersnaridrs with sustainable and lasting reading
skills as they graduate out of primary schools.

To achieve these objectives, the ELP, NCERT hactakien the implementation of a pilot project
and a number of activities like developing an ustierding of pedagogy of reading and writing
amongst teachers and officials, developing a boddjiterature on early literacy to support the
programme and also to sensitize and create awaraatesut the need for early literacy among
educationists, policy makers and planners.

The Early Literacy Programme has attempted to btheknarrow notion that learning to read is
dependent only upon textbooks. The programme eng#sasn using children’s literature in the
classroom to provide children with an environmesnducive to reading. The Programme focuses on
understanding the processes of reading and wriinggimary school years, moving away from the
mechanical engagement with literacy. Reading andingr are understood as developmental
processes and an early literacy classroom is aartiad, relaxed space for teachers and students to
enjoy the processes of reading and writing. Childrean early literacy classroom should have easy
access to children’s literature with the freedormrtomwse through them with pleasure. The books are
free from the burdens of textbook learning and m®wvopportunities for children to share the
pleasure of reading with their teacher and the gemup. Children’s literature provides opporturstie
and freedom to engage with books and develop fantytiwith them.

X/
L %4

Emergent literacy is the idea that children growoireading & writing with no reg
beginning or ending point.

+« Orientation programmes need to engage the teauchttrshe nuances and complexities
of the processes of reading and writing and addhesslassroom practices and needs.

% The pedagogical practices should be based on stheogetical grounds.

% Reading is essentially a process of meaning ma&imycomprehension is an integral
part of reading. It is not a new or an added s$kdk has to be learnt for reading.

s Writing is an act of meaning making. Children useirt previous experiences and other
contextual cues to compose meaningful text in tveiting.

«» The programme emphasizes on using children’s titezain the classroom along with
textbooks to provide children with an environmeonducive to reading.




1.4 Mathura Pilot Project - Early Literacy Programme

NCERT launched its pilot project in the Mathuratdcs of Uttar Pradesh in the year 2007. The
project was initiated to understand the impleméotabf a meaningful process of reading and
writing in the schools in our country, the resogrtieat need to be mobilized and understand how
the pedagogical practices can be evolved for shaviith the country.The pilot was an
exploratory study to understand the processes of Enguage programme that focuses on
print rich environments, reading and writing with comprehension, use of children’s
literature is implemented in the classrooms in ourcountry. The project also aimed to
understand the conditions that would support or hanper this teaching- learning process.

1.4.1 Mathura as the field for the project

Mathura was chosen as the ground for the pilotegtoj

because it is representative of a rural districtthe Naujheel
country with low literacy rates. Secondly, it wasught

to involve all the institutions and systems in fireject Govardhan

so that necessary support is available &

institutionalized during the duration of the prdjead Raya
long-term sustainability is ensured. In Mathura EDI haumuha MATHURA

was functional and catering to the large number
schools in the district. Thirdly, it was suggestexd
choose schools from a rural background and yet,
proximity to the NCERT headquarters was important.
Based on all these considerations, Mathura wasechos
as a field for the pilot project.

Five blocks of the Mathura district were chosen floe project. These blocks were chosen as
geographical representation of the district asdHh#ecks are located and spread across the length
and breadth of the district.

The project covered all schools spread in five kdoaf Mathura district i.e. a total of five hundre
and sixty one schools. It served as a testing gtdanall the activities of the programme. The
objectives of launching the pilot project in theefiblocks of Mathura were:

() to understand the processes when a focused {itgraagramme for grades | and 1l is
implemented in the classrooms in government schools

(i) an experimental ground for designing, evolvingeotation programmes and publications.

(i) to understand the conditions that could supporhamper the teaching- learning process
considering the pedagogical practices undertaken.

(iv) to plan the intervention strategies and develofens.

(v) to build capacity of teachers through series afrgation.

Based on these objectives, the third section shiheemterventions undertaken in the pilot propct
length.



Besides the Mathura Pilot Project, the Early Litgrgprogramme also undertook other activities
every year. These activities were also centeredhjactives of the early literacgrogramme as
discussed earlier.

1.4.2 Collaboration with States/Union Territories dout Early Literacy Programme

One of the primary objectives of the programme hasn to engage the entire country in an
informed dialogue on early literacy. The programairas to bring the attention of educationists and
policy makers on the importance of early literacy.

The process of establishing a dialogue with stdi@s been an important objective from the
beginning of the programme. Experiences from tekl fhave been shared with the States and Union
Territories. States/Union Territories have begmpsuted and encouraged to engage with the process
of early literacy and understand its nuances. &lgs involved developing the understanding of the
State teams about early literacy and giving thempodpnities to delve into the intricacies. The
programme engaged in dialogue with States/Unionitdaes with the following focus points:

0] The Early Literacy Programme suggested the statdeodus on processes of reading and
writing in grades | & Il exclusively. Any programnueveloped by the state should revolve
around promoting this understanding of early legrand engage its teachers and teacher
educators in a theoretical and informed dialogueany literacy.

(i) Grades | & Il are the site of action as far agdity learning is concerned. The first two
years of school are the most crucial years for mcgusound and long lasting reading skills.
These skills form the basis of learning in school.

(i)  The programme should be viewed as a comprehensdanaependent effort without any
attempt to club it with any other existing programnspreading the programme to other
grades will dissipate the energy in areas wher&kvugalready in action. The efforts will bear
far- reaching results if a concentrated effort & in these two grades.

(iv) A core team should be constituted exclusively farrying out and monitoring various
activities of early literacy in states. The membghnsuld include representatives from SSA,
SCERT and DIETs. There should be clearly definelbsrcand responsibilities for the
members.

(V) The Early Literacy Programme suggested the StatesiUTerritories to adopt a multi-
pronged strategy to address the issue of readidgvaiting in early years. There should be a
variety of activities of the cell to address issaéshe level of classroom practices, capacity-
building of teachers, and preparation of materi@mpatible with the progressive
understanding of reading.

Some States/Union Territories have implementedaaadn the process of implementing a specific
literacy programme for grades | and Il based onBamy Literacy Programme of the NCERT. Some
States/Union Territories have been using the graeglading series developed by ELP and some have
also translated/ adapted the series in their redjlanguages.



1.4.3 Videos programmes on classroom processes

To further enhance the understanding of earlyddgrand to enrich the teacher orientation, audio
and video programmes have been developed. Thevialjpvideos have been developed as part of
the ELP:

» Kahani aur avsar padne likhne ke
» Kavita aur avsar padne likhne ke
* Aaj ki baat

These videos highlight and talk about activitié&e Istory telling as important components of reading
and writing, using literature in the classroom, dg@ reading serie®arkha good children’s
literature, classroom activities like morning megsarhese programmes have been found to be very
helpful in the teacher orientation programmes tiargjthening the concepts of reading and writing.

A collection of audio spots on early literacy feog on the importance of talk, free and
independent reading time, acknowledgement of adrhome language and meaningful attempts
at reading and writing in early literacy classrodmase also been developed.

1.4.4 National seminar on Early Literacy

A national seminar on Early Literacy was organizedéebruary, 2012 at the NCERT. The seminar
was organized to deliberate specifically upon tkisteng scenario of pedagogy and curriculum of
early literacy in the country. The seminar had pgpesentations, poster presentations and panel
discussion on'Challenges in the implementation of Early Literaésogramme’. SSA officials,
teacher educators, teachers, research scholarsseepatives from NGOs from different parts of the
country participated in the programme.
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SECTION 2
Methodology

The Mathura pilot project on early literacy has rb@mplemented in five hundred and sixty one

schools in five blocks (Goverdhan, Chaumuha, Naaljifeaya and Farah) of Mathura district since
2008. The pilot project focused on capacity buddof teachers of grades | and Il in order to

change the pedagogic practices and literacy envieon in school so that children in these grades
learn to read and write with meaning.

Since the pilot project was implemented with thgeotive of understanding the impact of the
pedagogical approach, classroom implications aiidaiton of available resources as described in
Section 1; it was necessary to assess the chaagédld taken place in the school environment,
teaching practices adopted by teachers; and thsigahyenvironment of the classroom and its
impact on student learning.

The End-term survey was conducted in October 2B&g&ty seven schools from all the five blocks
were selected for the study.

The end-term study was planned based on the fallpobjectives:

* To assess the prevailing status of reading in dshmust the interventions.
» To assess the effectiveness of pedagogic practamsted in schools.
» To assess the literacy environment at school ahdrae.

2.1 Sample

The pilot project was implemented in all the sclsoofl the five select blocks of Mathura district.
When the project was launched there were a totAVefhundred and sixty one schools in the five
blocks. Over the period of five years of the impéenation of the programme, new schools were
being added in clusters of the five select bloakisthe intervention remained with the schools those
were there from the beginning of the programme. fblewing table provides block wise number
of clusters and number of schools. The total cayernia the pilot was; forty seven clusters, five
hundred and sixty one schools, twelve hundred txacénd forty thousand students in grade | and
.

TableNo. 2.1

SNo Name of Block No. of clusters No. of Schools
1 Choumaha 8 90
2 Goverdhan 8 107
3 Naujheel 13 141
4 Raya 10 148
5 Farah 8 98

Total 47 584*

Source: BRC, December 2011

*Qver the period of 5 years some more schools leeen added in the clusters but the project intéimememained

with the 561 schools chosen initially
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While planning the end-term survey, it was decidedcover all the blocks and select a
representative school from each of the forty seslasters. This selection of school was done on a
random basis. At the time of the study, thirty ¢igthools could be covered due to accessibility and
time-constraints.

Since at the time of the base-line study, studehtggrade Ill were assessed for their reading and
writing abilities; it was decided that for the etatm survey, students in grade Il will be assésse

in order to have comparable data. For the end-wrmaey, all students of grade Ill present at
school on the day of data collection were covefetbtal number of three hundred and thirty three

students were covered in the study.

2.2 The design of thetool

The objective of the study was to assess the chiangading, writing and comprehension abilities
of children and capture the learning environmewgtuiding practices at school and at home. The
tool has been developed keeping in mind the thieateframework of the Early Literacy
Programme. The tools were developed to capturetlthages in the strategies used by children for
reading and their comprehension ability. The toalswdivided into three parts: writing, reading
comprehension and literacy environment of children.

The tool used in the end-term survey was similah&tool used in the base-line study except that
in the end-term survey, the unfamiliar story waglaeed. The story was replaced as it was no
longer an unfamiliar story for them. This partiqustory was in the form of a book available in the
Reading Corner in the classroom as part of thevietgion. Therefore, a new story was chosen to
replace the unfamiliar story used in the base-dimevey. The tools were developed in-house at the
time of the baseline in consultation with then Biog, NCERT and faculty members of NCERT.
The tool was finalized after conducting a pilothvgtudents in grade Ill of government schools in
Mathura and Delhi. For the tool used in the enditsurvey, refer to Annexure- A

The tool has four sections. The first section ad thol includes questions that children had to
respond orally and also provide written answersild@dn were asked to write familiar words
dictated to them followed by recognition of lettergdhe words.

In the second and third section children were as&edad two stories, one familiar and the second
an unfamiliar story, followed by some questionsduiasn the story. The familiar story was selected
from grade Il language textbook being used in mtogerhools. This story was the same in the
baseline and the end-term survey. The unfamil@yselected in the base-line was replaced with a
new story for the end line. The two stories wereahparable complexity. The tool had scope to
capture a range of responses of children startitig ahildren declining to refusing read to children
being able to answer all questions of the storyilddn were asked to read some words selected
from the story. Questions based on the story tessssomprehension were asked only if children
could read the entire story. The field investigat@s expected to note any qualitative observations
of how children read the story. The third sectiénhe tool had questions to understand children’s
access and exposure to print material includintgdadm’s literature and story-telling in school and
at home. Children have been asked questions spéaiéxposure to children’s literature. Children
were also observed on their handling of the priatemal which the investigator was expected to
record.
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2.3 Data Collection Procedure

The end-term survey was led by the Early Literaeam at NCERT. The study was done over a
period of five days in October 2012. An eight memigam for data collection included members

from the Early Literacy Team and some external aedeers who had appropriate professional
gualifications and had prior experience and condpinderstanding of early literacy. The team

participated in a one day orientation. The orieataprogramme was on theoretical inputs about
early literacy, the details of the implementatidrthe pilot project and an understanding about the
tools developed for the study. The team discusseth section of the tool in detail and how to

administer it with children.

The data collection was done in two phases. Ifiteephase, three blocks were covered and in the
second phase two blocks were covered. The teamletedpdata collection in one block before
moving to the next block. The entire team visitesthool with prior information to the school. All
students of grade Il present that day were ingsveid on a one on one basis. The time spent with
each child was anywhere between five minutes ttythiinutes depending on the number of items
completed by the child.

2.4 Data Analysis

The data collected from children who participated the study includes both quantitative
information as well as qualitative observationdhs filed investigators. The quantitative data has
been analyzed by using simple percentages whiellathe analysis is qualitative.

The qualitative analysis of data has captured itfiereint strategies for reading adopted by children
The detailed observations made by the field ingastirs provide a rich repertoire of the multiple
strategies and stages of reading that childreratane grade IIl. This qualitative analysis is fueth
enhanced by providing profile studies of childr&éhese profiles are representative of children who
participated in the study.

The analysis goes on to describe the differentingaelnd writing behaviours demonstrated by
children which is reflective of the classroom teaghpractices adopted by teachers.

The third section of the analysis is on the leagrénvironment available for children. This is based
on the responses of children to questions on expdseiprint and story- telling at school and home.

A comparison has been provided between the basedid the end-term survey on different aspects
related to children’s reading and writing behavior.

The quantitative analysis of data from the end-tsurmvey is placed in tables available in the
Annexure-B

2.5 Challenges and delimitations

Like any research, the journey of conducting the-emm survey had not been smooth or perfect;
there were many challenges in conducting the suitvetycame forth.
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At the time of sampling, it was decided to covee athool from each of the forty seven
clusters. However due to constraint of time aneothsources only thirty eight schools could
be covered.

It was challenging to find people with understagdai the nuances of early literacy. Hence,
there was limited human resource for conductingstirgey.

In order to keep the design of the end-term susreylar to the base-line, teachers have not
been included as key responded in the study. Tdegésulted in not being able to make direct
correlations of student learning to the changdasstoom practice adopted by the teachers.
As the understanding of the programme team evaiigohg the implementation of the pilot,
the data collected in the end-term survey was ndetailed as compared to the base-line
survey, which may result in not being able to shWwefore and after situation on certain
aspects of the programme.

The programme relied on teacher’s understandinth@frenewed pedagogical practices to
implement the changes in classroom practices. Bynotuding them as respondent’s in the
study there are limitations in the analysis of data

The research design of the end-term survey didimdtide a control group hence, it is
difficult to compare the learning of students irtemvention schools with non- intervention
schools.

The analysis of the study does not factor for aagkiground variable related to school,
teacher and home environment which may resultlimiged analysis.

The data collection of base-line survey does nwgtltisaggregation for gender; place (rural/
urban) and social groups, it rather focused onsotesn processes. Hence no comment has
been provided on these aspects in relation to mgadihus, it was not considered during the
end-term survey as well.
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SECTION 3
The Mathura Pilot Project

The Mathura Pilot Project was conceptualized inybar 2007. It was the experimental ground for
implementing the activities of the Early LiteracypoBramme. This section shares the details of the
interventions made under the project at Mathura.

The project coveretive hundred and sixty one schools of Mathura disict of the state of Uttar
Pradesh All these were government primary schools. Tred®ols had concrete buildings with at
least four- five rooms. Most of the teachers teaglgrades | and 1l were para- teachers.

The work undertaken in the project can be broadhddd into three phases i.e. Preparatory phase,
Implementation and Monitoring phase and Term-endsph These phases did not have fixed
boundaries but overlapped as certain activitiesticoad throughout the implementation phase.
Development work taken up in the first phase addefinal result after it was implemented with
teachers. The need of teachers led to developmemhare material, redesigning orientation
programmes, channelizing the processes of mongaito.

2007 < > 2008 <« » 2012

Preparatory Phase

Implementation and Monitoring Phase

Term-end phase

Base-line survey

Children’s book fair
Selection of children’s
literature

Development of Graded
Reading Series - Barkha
Material for teachers-
Padhne Ki Samajh, Reading
for Meaning , Padne ki
Dehleez par , Padna sikhane
ki shuruaat

Training of Master Trainers
Reading corner in project
schools

Collaboration with States/
UT’s

Master trainer’s orientations(every year)
Teacher’s orientation Programmes (every
year)

Refresher Programme for Teachers (every
year)

Development of Tools for Monitoring
Orientation of Monitoring Team
Monitoring - Phase | and 11

Block Review teams

Video Recording of classrooms Publication of
children’s magazine

Development of audio-video programmes
on early literacy

Material for teachers- shuruati lekhan ek
samvad (under publication)

Collaboration with States/ UT’s (every year)

End-term
survey

3.1 Preparatory Phase

(i) Base-line Survey

A base-line survey was conducted to understandtttas of reading among children in schools and

assess the literacy environment at school andraeh®he base-line survey was done in a systematic

manner to understand the impact of classroom pexctnd design the interventions accordingly.
14



Since the focus of the Mathura Pilot Project waschiddren studying in grades | and Il, it was
decided to do the base-line survey of childremgriade Ill. In doing so, it will give us an actual
picture of the status of the processes of readinchibddren who have already spent more than two
years in the school learning to read and writevds a challenging task to develop the tool which
would give us an informed idea about the pedagbgieetices in the classroom reflected through a
repertoire of children’s reading strategies. Thaddor base-line survey had been developed keeping
in view the theoretical propositions about reseanctinis area as well as issues in early readihg. T
tools were developed in-house in consultation withthen Director, NCERT, experts in the field of
early literacy and faculty members of NCERT. Thelsavere finalized after conducting a pilot with
students in grade Il of government schools in Mathand Delhi.

Of the five blocks of Mathura, schools of threedi® were chosen for base-line study as these
blocks were considered to be representative oflistect. These blocks were Choumuha, Goverdhan
and Fareh. The data was collected from forty twwets in selected blocks.

The tools were administered by the field invesbgatand NCERT faculty. Prior to administering
the tool, investigator were given two days origotatwhich entailed discussion on how the
investigators would administer the tool.

The design of the tool

To assess the reading of grade Ill children, two sties were chosen, one familiar and another
unfamiliar story . The familiar story was taken from their gradélihdi textbook and the unfamiliar
story was from a children’s literature. They wessessed on their reading and their handling of
books too.

Tool for the base-line survey was divided into éhparts;

. writing
. reading comprehension
. literacy environment of the children

The base-line survey revealed that while readihddien were struggling to decode and join letters.
The data revealed that there were children wheedid not attempt to read the story or were able t
decode the story but unable to comprehend it. d@¥ml also struggled to write their name, the name
of their village and familiar words given to theifhe data also revealed that children did not have
any print material available other than their textks. They were hardly told any stories in schiol.
any, those were stories from the textbook itselfv8y revealed that both, children and teachers had
little or no access to the world of literature gmoht. Some of the field investigators reported tha
walls of the classroom were bare or there wereaguoh moral values which were not indicative of a
print rich environment at school.

3.2 Implementation Phase

Theinterventions were given in the following manner:
= Providing inputs to children through material
= Awareness generation
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= Providing conducive print rich environm
= Material for teachers

= Regular training ofeacher

= Regular monitoring

(i)  Development of Material for Interventions
Based on the results of the ba-line survey, the following interventions were made
« Providing material for children

»  Select Children’s Literature

Keeping in view the lack of availability of relevaand |
meaningful print and reading material for childremd
teachersit was important to create opportunities for regc
and provide them with meaningful and relevant bofiks
reading. The programme dhaundertaken a process
selection of children’s literature relevant for Idnén of ©
grades | and Il. The selection was done on theshafsthe £
criteria like richness and variety of illustratiacgherent an
simple storyline, natural and cont-based language .
predictability of phrases and words in the storge wf
repetitive words, phrases, verses and episodeA set of
approximately ninety selected books was provided teach
classroom of the project schoc This process was undertaken in the y2@08. It also involved
selection of books for school libraries. This s shared with project schools and all States
Union Territories.

Based on the need of the field and interaction witltes, it was felt that the updation of childs

literature in school libraries and reading cornsh®uld be a continuous process. Therefore,
process of selection of children’s literature waslertaken again in the ye2012-13.Through this
selection,an additionaforty six books were selecte in Hindi and thirty three books in English

at two levels- grades | 1l and Il - V. The book list is available on the NCERT web:

» Graded reading seriesBarkha

An importantobjective of this activity was tdevelop a graded g i e 4 2
reading series which canbe read independently by children o @\ "\
grades | and Il. A graded reading series titleBarkha was " 3>

developed in consultation with educationists angeets in the are = = "_‘U £
of early literacy. The stories in ttBarkha series provide children® «o

with the scope to make prediction about the teximaking use o
the detailed illustrations.

The series comprises of a set of forty books awith a brochure

in Hindi and English.
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There are four levels in the series spread acresdtfemes. The themes are:
* relationships
* animals
e musical instruments and games
* things around us
» food items

The four levels in the Barkha graded reading sexies

First level — Every theme has two stories. Each story hasseméence with an...
illustration on every page. Only one event takes@lor one problem is solved in this
entire story. There is repetition in the syntaxathinelps children in recognizing th
words.

Second Level There are two stories of each theme having &xb gentences on every page. The
number of words has been increased. There arg&rdtisns on every page at this level as well. Here,
too, there is repetition in the syntax; howeveisiless than the first level. At this level alse th
stories revolve around one event or one probleanttiate.

Third Level — There are two stories from every theme withdlsentences on each page of the book
and the number of words has been increased as cethfmathe second level. Two to three smaller
events or sub-plots have been developed withinrthie plot. There are illustrations on every page
to give flight to children’s imagination.

Fourth Level — There is one illustration and four sentencegwery page of all the stories. Stories
have two to three plots which lead to increasenariumber of words. There is a repetition in the
plots but very little in the syntax.

Each level has ten stories. The stories have beselaped on the basis of children's daily
experiences. Efforts have been made to incorptifat® simple joys in the stories.

These sets ddarkhaseries were given in classes | and Il of projebbsls

» Children’s magazine: Firkee bachchon ki
The magazineFirkee bachchon kiaters to the needs of children in grades | ancf

focuses on providing children with reading oppoitties in Hindi & English through ‘
relevant, age-appropriate and culturally familiaatemial. It includes features likef¢s,
rhymes, stories, language based activities anetgponding illustrations to suppor
the reading of text.

These materials were kept in the Reading Cornetfseiiclassrooms.
% Designing and creating reading corners

Children’s literature is an important component aflanguage
programme for young learners. It not only suppleimeand
complements the textbook but also creates a meanhirand

relevant print-rich environment in the classrooneelding this in view and the lack of availability of
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reading material as observed during the -line survey, the
programme designed and created such a cornereny @voject S
school where children caread at their own pace in a rela> &
mannerReading Corners meant a space which allows eaggs
to children’s literature with the freedom to browtkeough then :
with pleasure. Some important points for settipgeading corners incluc

* Materialwithin the reach of childre
» Easy and comfortable disp

* Provision of stationery

» Variety of good children’s literatu

* Independent reading time for children every

Book racks and shelves were provided to all thgeptaschools for setting up ReadiCorners in
grades | and Il. The graded reading series aretteel children’s literature was made availabl
every classroom. Brochures for reading corners h#sgebeen develops

% Providing Material for teachers

The programme was implemented with purpose of creating a cadre of teachers well aoted
with thepedagogy of reading and writin¢. There was a need to generate a dialogue withéesto
help them understand the nuances of the readingegso The material for teachers was desit
addessing their needs and issues related to readiniglly, the focus was more on reading but
belief was that reading and writing cannot be igalaTherefore, a manual was developed focL
on writing and aspects of early litera

The following material has been developed for teac

> Padne ki Samajh{g+ &I T7z))

The manual focuses on the understanding of pedeajogispect of readir
focusing on various aspects of early literacy. |[koaprovides guidelines ft
conducting orientation progmmes for teachers on the concept of reading.
publication is available in Hindi and can be usgddachers and teacher train

» Reading for Meaning

It is a compilation of articles and papers con®deio be classics in the field
reading.These writings approach reading from different aadiut converge at ti
central point of comprehension. This publicatioavailable in Englisl

> Padne ki dehleez pi( 7g+ &7 35cisT R)

A collection of articles highlighting the issuesregading in the




Indian context. It aims at equipping the teachétk an understanding on early literacy so thaythe
can be decision makers about pedagogical issueararable to function as reflective teachers. This
publication is available in Hindi.

> Padna Sikhane ki Shurug¥e1 fa@m & &)

This book aims to help teachers develop an undetstg about reading and
includes articles on related aspects. It also garesntroduction on theBarkha'
series published by NCERT. This publication is ke in Hindi.

»  Shuruati Lekhan- Ek Samv{&sTdl T@--Tsh Ha8)

The manual focuses on the understanding of thegoeyitzal aspect of writing in|
early years, assessment of children and the linkat)@een reading and writing |. .
Insightful experiences of teachers highlighting pleelagogical and administrativ
aspects of the classroom have also been inclutal$ol focuses on developing & _.
understanding on the importance and usage of enilsirliterature in an early @
literacy classroom and examples mentioned in theuaawill enable teachers tc
understand the possibilities of creating meaninghaictices and changes in tt!
classroom. This publication will be available imidi.

> Posters on Early Literacy
The posters developed by the programme are usedgdomientation progarmmes. The set of five
posters focus on the importance of reading in #Hré/gears, highlight the developmental stages of
writing and give a glimpse of reading corners inyekteracy classrooms.

+ Pustak Mela: Awareness generation

Through the project, efforts were made to reachi@tie community andgpread the word about the
importance of reading in early years. The projéttea to create a culture of reading in schools and
draw support from the society as well. For thispmse, a three day book fair was organized at
Goverdhan block in Mathura district fro8ff' to1d" March 2008to bring the school and community
together with the world of children’s literature. Variety of activities were organized along with
display of books. Publishing houses and organimatibad put up bookstalls and conducted
activities.Local community, teachersandabout five thousand children participated in the fair.
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Twelve publishers displayegixty thousand book: in the fair Books were distributed free of cos
to children. The following activities were organized in tlaér]

» Street play and puppet show in local language
strongly communicated the importance of a cul
of reading to the public.

» Posters were used a medium to share the conc' |
reading for pleasure. '

» Local folk-story tellers sat throughout the day wi
groups of children and narrated various stc

» Discussion sessions with teache¢ were organized
on significance of a detaileunderstanding of the
process of reading. f : 1

* Puppet making, bioscope show, origami, art work,screening ofmovies were other
activities at the fair.

«» Orientations of Teachers

Teachers have a critical role in the implementatibthis programme. It was important for us t
teachers should understand the concept of Earrddy Programme to be able to success
implement and grow with the programme. It is te@&shereatvity, high motivation level and will t
do that helped and supported in implementatiorhefgrogramme in the classrooms. Orientat
were organized with teachers on the concept ofyehitracy. The orientations involved
interactions with twelve hundred teachers Besides teachers, forty seven Nyaya Panct
Resource Cwmrdinators, ten Assistant Block Resource-ordinators, five Block Resource -
ordinators were also involved to provide suppod academic assistance to teacl

The orientation programmes were conducted ever
year. A group ofMaster Trainers comprising of BRCs,
NPRCs, ABRCs and teachers had been formed
supported NCERT team in organizing orientation. Sg
Master Trainers were given a separate orientat\marye
year before theyonducted sessions with teachers. -
group of master trainers was ¢enstituted every year ft
academic support in the field.

The refresher programmes for teachers ar-ordinators were conducted after a gap of threevio
months of the main oriertian to discuss the achievements and challengdggiimplementation an
provide academic support to teachers. The detdilgrientation programmes are available
Annexure D.
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% Monitoring

Monitoring had been a process by which the NCERiImteould stay connected to the teachers and
Cluster and Block officials at Mathura. Monitorifnglped to map the qualitative progress of the

program and understand the realities of the fi€lte feedback was collected during monitoring to

understand the challenges occurring in the impléatiem and plan further actions.

In Mathura Pilot Project, the monitoring was catrut in aphased manner It was conducted in
two phases. The tools for monitoring were develogfgdugh a number of workshops with the
participation of various experts in the area ofredatary education, experts from NUEPA, other
former faculty of NCERT, SSA officials of Uttar Riash, the district coordinator of SSA Mathura,
Consultant from MHRD and faculty members from NCERT

The first phase, that started in Deceni2@d8focused on:

= Availability of material in the classrooms (childréterature Barkhg mats etc.)
= Physical condition of the schools and classroom&@mment
= Classroom activities related to literacy.

Monitoring Phase | was conducted by Master Trainers and faculty mesiloé NCERT. It
consisted of feedback from teachers and Masten&irsibased on their classroom observations.

Monitoring Phase Il started in NovembeR009The tools were developed with the following
objectives:

= Observation of the school and classrooms enviromme
= Teachers understanding of pedagogy of reading aitichgv
= Observation of classroom activities related ter&ty.

= Usage of textbook in the classroom

= Community awareness about the program.

= Self assessment by teachers.

The Monitoring Phase 1l was carried out by NPRG$ IMCERT Team. The tools were administered
and a meeting was conducted with NPRCs to understad analyze the existing situation. NPRCs
shared their experiences and challenges facec ifietlal.

The feedback forms/ schedules prepared for mongosiere based ombservation andinteractions
with students, teachers and parentsOne of the major objectives of monitoring waslédermine
teacher’s understanding about reading and writing gdagogyand nature of literacy activities
conducted by the teacher in the classrd@sed on orientationsconducted at various intervals.

Gradually, it was stressed and discussed with Béak Cluster level Co-ordinators that monitoring
is not about inspection and supervision. It invelpeoviding regular academic support to teachers.
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Block Review Teams

Based on the feedback of Monitoring Phase I, tivesis a need to strengthen on-field support &
regular follow-up with teachers. Therefore, a fmember Block Review Team was created in every
block comprising of teachers/ NPRCs/BRCs who werethe process of developing a good
understanding of the concept of early literacy emald take a leadership role in providing support t
teachers in project schools. Orientations of theclB Review Teams were organized and monthly
work plans were discussed so that teams could geasystematic support to schools in their blocks.

However, due to numerous administrative resporisdslon the team members, large number of
schools for each co-ordinator and the given dcganthe functioning of the team was not
completely successful.

Cluster level support

After the teacher orientation programmes in ther @H 1, a need was felt to strengthen teachers’s
understanding and give them more space to raise dhallenges and concerns. Therefore, it was
decided to provide academic support at clusterl levevery block. Teams from NCERT visited
every cluster and discussions were organized vwei#ichers, NPRCs and Head Masters in smaller
groups. The content of the discussions focusedrange of issues like classroom practices, usage of
reading corners, planning activities.

3.3 Roles and Responsibilities

The Early Literacy Team at NCERT had the followingroles and responsibilities in the
Mathura Pilot Project:

» Selection and development of reading materialgiddren (Classes | and II).

» Designing ‘Reading Corners’ in grades | and Itheff selected schools.

» Orientation of teachers in reading- writing pedfggand mechanisms of assessment.

» Creating awareness among teachers as well as catgniondeveloping a reading
culture.

» Devising strategies for wide dissemination of eémggtand new developed reading
materials.

» To initiate the publication of a children’s magazin

» Designing and conducting orientations for teachdPRCs, ABRCs, BRCs.

* To evolve supportive mechanism for regular monigrof the teachers and suppprt
the Mathura team in monitoring.

Roles and Responsibility of Team at Mathura (thatncludes NPRCs, BRCs, BRT and
District Co-ordinator etc.)
* To support the NCERT team in all the above menticaivities.
» To provide regular monitoring and support to teasle the
project schools.

22



3.4 Challenges for the Programme team

¢ Finding experts with understanding of concept olyd#eracy has been a difficult task.

e |t was a challenge to explain it to the concernedpte involved at various stages that
bringing change in the teaching- learning proceskthe education system is a slow process.
Hence time and flexibility was required.

¢ Inspite of efforts, the involvement and supportdrBIET was minimal.

e The academic initiatives at the level of BRC, NPR€re lean and did not provide the
required support to the teachers. Most of the Heladters also did not encourage and
support the teachers in their work.

e NPRCs were more active in their administrative rblan in their academic role. Getting
academic support from NPRCs was a challenge. Tieeyat consider providing academic
support to teachers and monitoring as an esseguatrabf their work. Secondly, the frequency
of NPRC mobility in their clusters was very low diseother responsibilities.

» There were schools with only one teacher which madery difficult for teachers to focus
on qualitative academic activities in school.

* Educational qualifications of para-teachers andsgreice teacher orientation are lacking or
are not up to the mark. Teachers felt the need fegularised orientation.

* Due to low salaries, para-teachers engaged in otbek apart from their school work to
make ends meet. They were often out of school dwamool hours.

» Teachers are given various administrative dutieshvled to their long term absence from
school.

» Transfer of teachers, NPRCs and BRCs posed a mpejbtem as when new people joined,
the ground work had to be redone.

* There is no provision for any reading material/ spapers for the teachers.

* Given the constraints: catering to a large scalee o constraints of adequate human
resource and other logistic issues, monitoringhefschools from NCERT could not happen
as planned.
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SECTION 4

Analysis and | nterpretation

This chapter discusses the qualitative and quéngtanalysis of the end-term survey data. The
analysis is based on the reading-writing respoongesildren to the questions and the observations
made by the investigators.

The qualitative data has helped to understand #r@ations in reading and writing abilities of
children. This kind of analysis has made clear thatdren should not be slotted into the categories
of readers and writers or non- readers and noresgrifThis analysis helps us understand that it is
important to reflect the dimensions through whidfildren's reading and writing skills can be
developed. The analysis has attempted to highfighjust the achievements of children but has also
brought to fore children’s reading and writing bebars that continued to have a strong hold in the
schools despite the interventions.

In the base-line survey writing as a process wadooused as much as reading and the same tool
was used in the end-term survey. The tool had dl s@etion on writing and this information was
used in qualitative analysis to discuss the writietpaviors’ of children. Reading on the other hand,
was assessed through various dimensions like cdrapsen, children's developing understanding
of the conventions of print i.e. how the print Bra&l (text of familiar and unfamiliar story) was
held, the sense of directionality of the readingpsClike in Hindi, the text is read from right teft

and top to bottom ). The tool also looks at chiidserepertoire of reading strategies, their
understanding of a story-structure and exposura tange of literature. All these seen together
present an overview of the process of children g independent readers along with the
pedagogical practices used in the classroom.

The analysis of the data is presented in two segtibhe first section discusses the quantitativa da
collected on parameters related to children’s dgwakent on reading and writing. The following
section provides a discussion based on the queditanhalysis of the data. This is presented through
several case studies of children covered in theesurThese case profiles explain the reading —
writing behavior of children observed during survey

4.1 Status of reading in schools under Mathura PiloProject- A Quantitative Analysis
Reading with comprehension has been the focus eofEtdrly Literacy Programme. Reading and
writing have always been understood and promotedessingful activities in all its endeavors.

The data in the table 4.1 shows a comparison dopeance of children in the base-line and end-
term survey.
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Table 4.1: Comparative table on base-line and endtm survey: Reading and writing

behaviour of children

S.No. | Category Percentage | Percentage of
of Base-Line| End-Term
(%) (%)
1. Children are told stories in school 36 74
(Exposure to range of children's literature)
2. Attempted to read stories through prediction| &r 54
illustration or memory etc.
(Children's confidence/risk taking behaviour vissis
reading)
3. Turned pages in both stories 4 30
(Understanding of story structure/sense)
4.a) | Children read both stories and comprehended b8th 30
stories
b) | comprehended only one story 10 5
(Children are confident readers)
5. Wrote their name, village name, familiar wordsda38 57
recognized letters
(Children are conventional writers)
6. Either wrote namel/village name/familiar wordsd ai28 39
recognized the letters
(Children are developing conventional writers)
7. Did not write at all but recognized letters 8 2
(Children are using and understanding print, letter
sound correspondence)
8. Did not read and write at all(Children have patked| 25 2
literacy skills)

It was observed in the Base-line survey that 25%hdtiren did not attempt to the reading-writing
tool. In other words, one-fourth of the class Ihildren sampled during the survey were unable to
write their name, the bare minimum criterion forckdeing a person literate in India though they
already had spent about two and a half years atosdly then. In contrast, in the end-term survey
only 2% children did not read and write, which shows a considerable drop in the numbers.
This point to a significant change during end-termsurvey. Also, in end term survey 57% of the
children could write their names, village name, andamiliar words and recognize letters in
comparison to 38% children in base-line survey. At the time of the Base-line survey it was
observed that the teachers taught children usiagsthindard practice of phonic identification. The
survey indicated that 8% children did not writeaktbut they could recognize letters as compared to
2% in the end-term survey.
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Another significant difference observed is that memof children attempted to read stories either
using illustration or memory or another contextaaks are 54% which is evident of children’s
confidence in handling books. They are willing &ke risks to attempt to read. This is in stark
contrast with only 9% children demonstrating thehéviour in the base-line survey. An important
factor behind this, as children reported, is thaty were now told stories in schools. The presenc
of reading corners in the classrooms made bookesaitle to children and teachers both. 74%
children in the end-term survey shared that thayehopportunities to engage with books on a
regular basis and are told stories in schools coedpto a 36% children in base-line. These 36%
children had reported the stories they were tofgpbaed to be stories from text books itself.

Of the children who read stories, 30% could comgnehboth stories in the end -term survey where
as in base-line, only 3% of children could comprehboth stories. Also, amongst the 25% children
who did not read or refuse to read in the basaureey, one-tenth of them could recognize letters.
In the end-term survey, 23% children in did notdrea refuse to read, but one-fourth of these
children could recognize letters showing an imptbletter sound correspondence among children.
Children’s exposure to and engagement with booksekestrengthen their concepts about print and
the format of a book and the story-structure. Té&ding corners were established in the project
schools with this objective in mind i.e. availatyiliof children’s literature in the classroom for
children to engage with and explore the world aftpr

A child’s handling of a book is also reflective diild’s engagement with print. Children may hold
the book up-side down or may start reading from ldst page. Children may or may not find
connections between the illustrations of a pictst@y-book and treat them as separate frames.
During the survey it was observed how children tie¢® with the pages of a story. Do they stop
reading when they reach the end of the page ohelpturn the page? Are they looking at the story
as a set of disjointed sentences or they are Igo&inthe print as a whole and have a sense of
continuation on the next page? An important indicatf children demonstrating comprehension in
the early years is when reading a book or a stbgy turn the page. The survey revealed that 30%
children turned the pages in both the stories enéhd-term as compared to 4% in the base line
survey. This aspect of how a child has dealt vhthdtory pages is indicative of the fact that wheth
or not the child has a story structure or storyseein mind, implies that whether or not the child
understands that the content of the text is not even when the contents of the given page are over
All these indicators are suggestive of the fact tha child as a reader is actively engaged in the
process rather than taking up the activity as ahagical drill of decoding.

4.2 In-Depth Analysis of Qualitative data

The qualitative analysis of the survey data pravide with a glimpse of the different paths children
have taken and are at different points in the dgraknt of literacy. Though the complexity of each
child’s context and the opportunities provided Ine tcontext has put her/him on a different
trajectory, most of the children are geared towaadsommon objective of reading and writing
comprehension. Attempts to read for meaning ateatefd in profiles of children which is described
later in the section. Children, who were seemimgiy-readers, were able to predict the text with the
help of illustrations or recall from memory (in eashey were familiar with the story) or produced a
altogether new text but coherently tied togetheh\waistory line.

26



The following section describes children's readamgl writing behaviors under various themes.
These themes have emerged after a thorough analyii® survey data and are indicative of the
emerging literacy behaviours of children.

4.2.1 Literacy environment at school

Since children did not have exposure to print ieithenvironment so the major part of the

intervention was to change the literacy environnwrithe school. Thus, creating reading corners in
classes | and Il, creating print rich environmegmividing display boards and creating space to
enable group work etc. are some of the activitied tould bring significant change in the level of

engagement of children with print. Activities péntag to creating a print rich environment in the

project schools and making it functional as welltlas practices that reflect the nuances of the
pedagogy of reading and writing were discussechéndrientation programmes with the teachers.
Some of these activities were morning message,parent reading time in Reading Corners,
storytelling sessions by the teacher and carrymigweekly activities based on stories and poems
from the children’s literature made available inadimg corner. These activities eventually

contributed to creating print rich environment e tclass and providing meaningful reading-writing

opportunities.

Before intervention After intervention

Since major thrust of the programme’s interventiaas to impact this area of classroom practices,
we got similar indications in our quantitative arsaé which depict this significant change thatsell
that appropriate children’s literature was not omlyailable for children but were used4%
children interviewed in end-line survey shared thathey were told stories in the class, whereas
only 36% reported this during base-line It was further revealed that the stories weremfro
textbook only. (Refer to table 4.1)
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4.2.2 Interpretation of the findings: The centrality of comprehension
4.2.2 (a) Strategies for Reading: Ways children udeto access the text/meaning

Readers read for different purposes. Differenceberpurposes like reading for pleasure, reading fo
examination or reading for gathering informatioo. st different goals for the reader. In the cxinte
of data collection, children were reading out te tesearchers. In spite of the test like situatioost
children came across as readers who were foundgempahemselves with print. Their body
language was generally free from hesitation or asiple reluctance to read. It was observed that
children readily accepted the task.

Following were the kinds of strategies employectbydren:

1. Prediction with the help of contextual cues angicture cues

Those children who used contextual and picture cuet® read were successful in reading the
story and comprehending the text.In this strategy, children tried to predict the d®rwhile

reading with the help of contextual or picture cu®@sme of the examples are given here to illustrate
the strategy:

Example 1 A child read the line =1§ ®dd daR §'§ from the story*fehermsT $r gIfIRY as

9 ®HA 318, The child substituted the worddaR gé with 31TS. This deviation from the text
did not impact the meaning of the text.

Example 2 The word & appeared in the storfeITel ST gIFAIAR™ a child when encountered
I in the text, she read it 89. The line that cues given in the text Wag=1T ST and the child
read it a5@ ST, The words substituted were different. The ckét 31T taking a cue from the

illustration. ST and &4 are visually similar looking words. If we look titese words in isolation,

they mean different but if we place these in thetext of the story, this substitution does not make
much difference to the overall meaning and condéxihe story.

Here, though students read words that were nongivéhe text, but their substitution of words were
very close to the context and meaning of the stbhpse who demonstrated usage of this strategy
along with other strategies were found that thely rdbt use non-words or inappropriate words in a
particular context.

Children were also observed using pictures to tiedm read the text.

Example 3 In the story fehermsT & gfRIARY" pictures of bothfehersT and $1Te] were given.

Children took cues from illustrations of the stadoyread the words likeiTe], fop@TeT, =TT and
many others.

It was found that prediction as a strategy was atsal at different levels. Mostly, this strategyswa

used to predict the next word, but it was also usqatedict a phrase, sentence, even the wholg. stor

Many children tried to create their own storieshwiihe help of illustrations. For example, a child

from Chaumuha block predicted the whole story akading the beginning sentence. A child from

Raya also created her own story with the helploétitations. She referred to all the elements ef th
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illustrations and spoke sentences on each elerilen®s, L&l Another child from Fareh also
made the story on her own with the help of illustras. She said #E ol & @RT Yeal dl

el o9 AT el aAH AY Ucal I @I T Those for whom the texts were familiar,

familiarity in this case actually helped them t@adeas it acted as one of the support on source to
predict.

The general observation was that children useadwuarcues to comprehend and engage with the text.
These cues included illustrations, experiencesili@nity with the story, content of the story/ cemt
and one’s knowledge of language structures and.rule

Further during in depth analysis of the profilegte#se children, it was noticed that exposure itat pr
rich environment and stories being told by the headrom reading corner had a direct correlation
with use of this strategy. Children gave refererafes lot of stories which they had been narrated t
It was also noticed that those students who wettingegood exposure of print rich environment in
the form of story-telling by the teacher and regdoorner, were able to use this strategy more
frequently.

2. Self Correction

Self correction was another strategy where childremeflected and corrected one’s own reading.
The child read a word or phrase incorrectly, movedahead, realized that the incorrect word
does not fit in the context, came back and re-reathe word or phrase correctly. For correcting

themselves, children took the help of context.

In the survey we found examples of both kinds térapts; children who made self corrections and
children who did not make self corrections and read.

Example 1. A child from Naujheel block, while reading unfarailitext, E¥ %I #eg' ‘read few
words incorrectly but self corrected himself. Ie ine written gT FT el EWF-T Fr oY Al
ol fAemr, The child initially read the lin€hgT T el U &1 8 Hihr gT e, as
Gy FT Pl EWF-T 1 oY A &7 fAST. But as he finished the sentence, he realized that
what he read wasn’t meaningful or did not fit ie #ontext of the story. He went back and raé@r

as#IFT. The child could do it because the useéAOflT affected the meaning of the sentence. The
child realized it and self corrected it.

Example 2. A boy from Naujheel, while reading unfamiliar te@¥d $r #Ace' read few words
incorrectly but self corrected himself like it wasitten ST Fer DY I #Aler 8T AT,
the child initially read®IerT as&TIT HIT but self connected and read the line as given above

Many children used the picture cues to self cortfeetnselves like this child who reéh?;m on the

first page of the story. The first page of the wtbad no pictures. The child realized that the word
spoken by him is not correct but did not know tleerect word. On the second page taking a cue
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from the picture of the leopard, the child read wurd as?-'rigm. There was a confidence when he
read this word taking a cue from the picture.

Example 3 -A child from Fareh block, initially readiTe] as#Te] but corrected himself with the
help of the contextual cues. When he moved forveadi realized he read the word which does not
fit in the context, he went back and corrected kifng fehaTsT o #Te] €T 31Te] & fgT™.

Example 4 -While reading the unfamiliar stoBI€d $I Feg the child readdis#i”" as glar but
did not go back to correct as the deviation didaftect the meaning of what was being read.

These examples suggest that children had the aesgei when their meaning making process was
getting affected. When children realized what thegd was not coherent with the meaning being
constructed, they made self corrections.

There were also instances where children did rbtseect and reagdierdld asddhT, ?l?gtf ST as

¢ ar ST It usually occurred with those children who weradiag solely on the basis of letter

recognition and blending of letters. |

these situations, the decoding wpdindings _ _
being was being used as the sdle ° Children used cues from illustrations, content

e
of the story, and their own experiences for
strategy to read the text. predicting the text.

3. Decoding * Print rich environment in the classroom,

(i) Only recognizing letters: In this reading corners, story-telling by the teacher,
strategy, the child was onl children’s exposure to and engagement with
recognizing the letters given in tﬁle print were found to be supported children in
word. For example, a child reads the their process of comprehending the text.

WOrdsHRT, &hrsTel, T, asH & T « When children read with comprehension, they
were aware of the fact as to when their

& ST of 9 o. Even while reading thg . .
g meaning making process gets affected. Whep

text, she kept recognizing the letters children realized what they read is not coherent
but could not blend them to make |a with the meaning being constructed, they made
meaningful word. self corrections.

(ii) Letter recognition, blending the * Children who were reading solely on the basis
letters and forming the words: In of letter recognition and blending of letters did
this strategy, children could recognize not make self corrections.

the letters blend them and form the

words. For example, a child could * Children who were relying more on sounding

out the letters and words found it difficult to
successfully read the words e, read till the end of the story. This strategy was

afd by blending the letters. It wa breaking the flow of their reading.

observed that many of these worfls « Children’s repertoire of strategies to read a text
were familiar to themas they were |a have increased to a great extent, compared {0
Base-line findings where more reliance was ¢n
decoding the text rather than reading for B0
making meaning.
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part of their context i.e spoken language and amysbooks as well; hence, blending and forming
words became easier.

(ii) Letter recognition, blending the letters andforming the words (all the words) Children
using this strategy could read almost all the wdrglsecognizing the letters and blending them. As
was observed, children using this strategy weradimg more on the sounds of the letters and words.
This was also breaking the flow of their readingeThildren who relied only on this strategy could
not read the text till the end of the story. Alsach children could not answer to the comprehension
guestions.

Although, during the orientation programmes, tegsheere oriented on the issues and difficulties of
letter recognition strategy but it still was praetl. However, children could easily read out many

familiar words likespIsTel, 81Te] as they are somewhere present in their contexteThere lots of
words spoken incorrectly when this strategy waslu$his happened more with unfamiliar text.

Nevertheless, it was found during the end-termesythat children’s repertoire of strategies to read
a text have increased to a great extent, compardahdings of the base-line survey, where more
reliance was on decoding the text rather than ngatbr meaning. The number of children using
strategies other than decoding shows an increasee Man half the children (54%) were observed
using various strategies during the end-term ageoed to only 9% children in the base-line.

4.2.2 (b) Profiles: Children on the continuum of rading and writing

An important objective of discussing the case ®&sids to emphasize that children are not non-
readers and non-writers. On the contrary, eachddsilon the path of development and their
development should be supported by informed pedag@yactices, conducive classroom
environment and other factors like opportunitieset@gage with print and reading and writing in
general. All children who participated in this seyvare readers and writers. There are few who have
already become readers and writers in the convealtgense with a good grip over their reading and
writing abilities. There are others who know sonmaehsions of reading and writing and are on the
path of becoming conventional readers and writers.

The profiles presented range from children who halveady become conventional readers and
writers with a good grip over their reading andting abilities to those who knew some dimensions
of reading and writing and were developing on thetiouum of reading and writing. These profiles
highlight the reading- writing behaviors of childrevhich are also representative of several childre
in the classrooms of the project schools of Mathkwch child’s reading and writing profile has its
own uniqueness. These representative profiles shopact of children’s exposure to stories either
through stories narrated by teachers or opporasmito read independently at the reading corner full
of story books. At the same time, the select peefiblso represent the continued presence and
prevalence of teaching learning practices which iaeglequate in helping children develop as
independent readers and writers.
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Case 1

A child from Naujheel block, came across as a dmnfi reader and writer. She wrote her name and
village name in the first section of the tool'snteo.1 and 2. in clear, big letters.

AT ATH AT

A Al & AH AR

The dictation of familiar words (Section 1 item ftlee tool) was an easy task for her and she wrote
them conventionally. She also wrote her name iniEimgeven though she was not asked to. She also
read the familiar and unfamiliar stories with eas® answered the comprehension questions.
Unlike, most children in the survey, she could ndmae favourite storybooks$.alu aur Peelu, Billi

ke Bachche andHathi aur Khargosh were her most loved stories. She shared thatraeher father
narrated stories even though she did not own babke®me. At school, her teacher also told stories
to children.

This child is a conventional reader and writer*.eShas well-developed print concepts, uses
conventional spellings, reads fluently for meaning.

Case?2

A child from Chaumuha block was writing confidgnéind close to conventional writing.

A ATH AT
H S H W@ §
H{mmtﬁtﬁﬁ

Apart from a few missingnatras and purnaviram at the End of sentences, she displayed a good
command over her writing. Her writing was closefypeoximate to the conventional writing. Her

reading of the familiar storfghaTeT $r BITAFRT was fluent. She resorted to decoding the text when

she came across a word that posed a problem forHesr decoding proved to be a successful
strategy, whenever she used it. Her answers to m@mpsion questions were also coherent.
However, the unfamiliar story revealed more aboat heading abilities. She primarily used

decoding to negotiate the unfamiliar storgFd &I #eg and started her reading from the second

page of the story! What one can interpret is tleatrbading strategies and her choice of strategies
still not consistent and a new text unsettles 88e answered the comprehension questions, though
the answer to one was unclear. She named a fei®stoom her textbook.

* QOperational definition here of conventional readad writer is that those how are writing and regdas per
conventions of print i.e. reading fluently, depigtiusage of spelling, punctuations etc.
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Case 3

A child from Raya block completed the writing seatiand read only the familiar story. His answers
to comprehension questions were not coherent. mab/sis of his reading and writing reveals that
he seemed to be more sure of his writing. His agiis given below:

AR a1 e & @R a5 @ 2)

AR Ihel oIAT UL g1 (A NG FT ATH Geh Yl )
T Folled I9aAT
(FYRT STl Yro=i)

This child was able to use the right lettem@atras for a specific sound in most places. His spelling
of aTH is inconsistent in the first and second sentence.it¥ented spellings are clearly indicative

of his developing understanding of print and leteund correspondences. Like a regular writer, he
ended his sentence withparnaviram. His response during the interview showed hisrgst in
books and stories. He named ten stories from thection of books in the reading corner.

Case4

A child from Chaumuha block read both the stortb®ugh the reading of the two stories was
different. She paused in between when reading bed¢srd and predicted the text while reading the
familiar story. She made up a lot of non-sense wosdhile reading the unfamiliar story. For

example,

a3 for g3, 3elaT for Sellal
But, despite these meaningless deviations, it sesti@avas trying hard to make meaning from her
reading. For instance, in the beginning of the @3 was read asT{s but towards the end of

her reading, the structure of the story had guitied towardsel#ar. Her answer to one

comprehension question was not an event in thg btdrwas meaningful and logical. Here it is:

HPU & T & AT A o FAT bl AAT?

"AHS A FPT H IS IR 3Tl Form|”
Her writing reveals that she had a developing wstdading over her writing.

AT ATH SolH §
H g amer A g o §
HAT FIAA 99T
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She was able to get almost all of the sounds @sehwords. Her knowledge ofatras was
developing and she was making use of approximatmuoemplete her writing.

Case b
A child from Chaumuha block needed some proddimgviiting. He told the investigator,

“fA% 39aT 917 forger 3mar gl”

But on being given the response sheet, this is hatrote,

31l Hell
g diFer dfFer
H?gﬁa;aiﬁq%r

The child’s approximations of the familiar word® atose to the conventional words. He was able to
get most of the constituent sounds in these wadidsknowledge ofmatras was limited and its use
was random and erratic. He was able to recognize leétters correctly, rest were guesses. His
reading of the familiar story was time-taking antsure, but he did not give up till he was asked to
stop. He exhibited ‘wordness’ in his reading, baseaat places, he blended the sounds to make
words, even though these were non-sense wordsies.tiHe named three poems when asked about
stories he has read. He got to hear stories bdtbraé and at school.

Case6
A child from Govardhan block wrote the following tite data sheet:

g

He recognized letter Y/ out of the five letters. When asked to read tmailfar story, he created a
text from memory which was very close to the orgistory in content. He only sa@#3ar 3R

B3 in response to reading of the unfamiliar text. Hektthat cue from the pictures. He could
name a few stories he had heard/read and saitlithegacher told stories to him at school.

This child had formed some concepts about readimd) \ariting, even though these could be
considered grossly inadequate for a grade 1l cliid strengths were that he could find illustraio

a useful resource to deal with text as he was enablead. He had some rudimentary concept about
words indicated by his use diirorekha in two words. His letter knowledge was limited. rRiseded
help on many fronts, but it is important to acknesige what he knew and made a start from there.

Case 7

A child from Raya block was unable to write his reaim response to any of the tasks of the tool. He
could not name any story or poem, not even hivte# and had shared that nobody told him stories
at school or at home. He refused to read the stofikis is the other extreme of the continuum of
reading and writing.
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4.2.3 Effectiveness of pedagogic practices adoptedschools

The section presents a theme wise analysis ofdhding and writing behaviours of the children
observed during end-term survey. These behaviowsedlective of the pedagogic interventions
made in Mathura project schools. Each theme destritere in this section is illustrative of the
impact of nuanced understanding of the pedagogy ttie teachers were introduced to during
training programmes. For example, if a child isstantly judged and teachers all the time pointed
out their mistakes, this would result in lack ohidence in the child resulting in avoiding to read
This could actually bar a child from attemptingpick up an unfamiliar text to a stranger in a test
like situation as was the case of end-term surVays risk taking behavior discussed below can be
considered as one of the measures for the effeesse of the pedagogy employed. Similarly,
familiarities with conventions of print, story gramar etc. are such other themes that present an
overview of a certain kind of pedagogi®

practices and its efficacies as a result. | Findings
* Children were taking risks in reading and
4.2.3 (a) Risk -Taking Behaviour writing. Risk - takers were children who are

not conventional readers and writers but whpo
attempted to read and write. They attempted to
write using invented spellings and read using
various cues. This kind of ‘risk taking’ is only
possible when children are given opportunitles
for meaningful reading and writing, which has
been the thrust of Mathura pilot project.

Risk - takers in this context are childre
who were not conventional readers a
writers but they attempt to read and writ
They attempted to write using invents
spellings, while reading they use variol
strategies for predicting the text. Fq
example, a child who was not

conventional writer tried to write hel  « |nreading, even though the children were npt
vilage name and also attempted conventional readers and were aware of it, still
provide answer in a complete senteng they attempted to read using a repertoire of
using invented spelling. She writesl 5T strategies. Risk taking behaviors included

taking cues from pictures and context, suppprt

TAAAAITTE for # e of spoken language and blending of letters and

Mg H TEdr §u| Though she has no asking the adult/ teacher for help where
applied conventions of prints like spad children were faced with a challenge. It
between two words and had also not ud showed that the child wants to overcome this
matras but was able to convey that ‘sh problem and move ahead in reading.

lives in Jaralia village'. It also reveals thi Moreover, it also shows that the child is aware
the child’s use of letters is correspondif about where to look for solutions.

to the sound liker T & for Tl ands « In writing, children used invented spelling

S o for dTsTad which indicates close with confidence, tried to write in sentences

which conveys positive and confident

approximation. This kind of ‘risk taking!
PP 9 attitudes towards writing.

in writing is only possible when childrel
are given opportunities for meaningfl
writing, which is the thrust of the Early
Literacy Programme. There were many children liee Wwho survived a risk taking behavior in
writing, used invented spellings with confidenaéd to write in sentences, which conveys positive
and confident attitudes towards writing.
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Likewise, children showed risk taking behavior gading. Though ‘blending of letters’ has also
been observed as one of the strategies which ehildsed despite the fact that this practice was
discouraged in the ongoing programme. One of theams for its occurrence could be because it is
so deep rooted in our practice and is considerdx tihe only strategy for teaching of reading. Two,
it occurs with other risk taking behaviors like italk cues from pictures and context, support of
spoken language and asking the investigidohelp where child faces a challenge. It shoves the
child wants to overcome this problem and move alweaeading. Moreover, it also shows that child
is aware about where to look for solutions.

4.2.3 (b) Familiarity with conventions of reading and writing: Concepts about print

All children showed familiarity with few or mostrensions of conventions of reading and writing.
These conventions range from knowing how to holdted text or material in the correct way to
identifying letters of the alphabet to creating thnet of word by putting a line on top of a clustdr
letters (in Hindi) and several others.

» How was the print material held and read?

It may seem strange to discuss how the paper ¢fefeamiliar and unfamiliar story) was held. The
field observation made during the base line dateaked that there were children who were unsure
about holding the paper/book given to them for me@dThis is not unusual for children being taught
in book-starved, poorly resourced schools and hemaronment. Opportunities to read and write
were rare and largely revolved around one textbaadk confined to copying of letters. However,
during the end-term survey, children knew the ‘tigfay’ to hold the stories and all children without
exception knew that print in Hindi is read from tép bottom and left to right. Despite this
knowledge about directionality of print, we cameaas the children who did not start their reading
from the first line of the story but from lines bel it.

» Pauses and Stops: Use of punctuation marks

In the end-term survey, children showed their awase of the presence or use of punctuation marks
during reading and writing. Children paused apgetely during reading for a comma or a period.
In the writing section, there were children, whalet the sentences on their name and the name of
their village with gpurnaviram (period). For example a child from Govardhan blackte her name
and her village name as follows:-

TRT AT TET g
A 7NG FT ATH ST B

* Recognition of letters

There were children who could name the letterdhe¥arnmala promptly. There were also children
who were unable to recognize the letters. The ovies were not able to recognize often confused
the letters with other letters. This has also l#isoussed in the quantitative analysis.
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For example a child from Chaumuha block identified:

Uas?vrﬂ's;:
ST asd THAT
T as® oyl

* Understanding of word and sentence structure

Children displayed understanding of concepts alamrtt and sentence. They recognized words as
units when they segmented and blended the constiketers of a word while reading. They seemed
to know that a word is one entity indicated by sheorekha and that there is space before and after
the word. Though, this cannot be said about childveose reading was focused only on letter and
matra recognition and there was no blending of lett&kcourse, children who could read fluently
had a well-developed concept of words. In writingst children wrote the letters of a word closer
together and further indicated the unity of thasttels by putting ahirorekha on top of the letters.
Furthermore, each word was followed by space befwg wrote the next word of the sentence. A
child from Govardhan block wrote:

AR AH G 8
Findings
# drf aifg 7 Iar § . .
e Children surveyed in the end-term were
aware about the conventions and
directionality of print as compared to the
observations in the base-line survey.

The writing of this child cannot be calle
completely conventional but his spellings a
closely approximate to the conventional

standard spellings. He has a well-develog e Children knew the ‘right way’ to hold the|
concept of word and of sentence structure t books and all children without exception
large extent, even though his sentence d knew that print in Hindi is read from top
not end with urnaviram. to bottom and left to right.

¢ Children showed their awareness of the

A child from Raya block wrote the following presence or use of punctuation marks

on the data sheet: during reading and writing.

A= REaE § « Well-developed concept of word and of

In her case, her spellings are perfect and sentence structure was found to be
observed.

concept of word is developing.

4.2.3 (c) Familiarity with Story Structure

Children who could read the stories, even though support from the pictures, primarily showed a
certain set of expectations or assumptions abeutetkt. Children expected the text to be meaningful
and whole story or a whole poem. They did not seeoonsider the text of the familiar or unfamiliar

story as a string of disconnected words or a bwiddisjoint lines. They were observed to have a
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sense of story, even though it deviated from thatgul story, which was constructed around a

central idea and had its own narrative. They naggdi the stories in different ways and picked their
cues either from the illustrations given along wiitle stories or with recognition or decoding of a

key word in the text. Once this was done, the s@dmed accessible to the child and the narrative
unfolded. A few examples have been discussedustilite this better:

A child from Govardhan block reproduced the follaginarrative on seeing the illustration on page
1 of the familiar story.

forarel &7 gIfmy

"HTe] Slell HST 3Te WIRV| AT dlell J HIH o185 & goeil RFAG Sfar dr o dier &r
39 J g0 H Fa o ger A a9 ot H o5 5 39 JoH S8 S {{du H| e
T H dreled o Gehdl écreu dste H a1 el dTeeh Sge S| T Uleleh T 1
I AT Srerr H FHAT FHam|”

It seems that the child had re-constructed thisatige from memory. This particular story was taken
from the grade Il textbook of HindHTelsh or spinach is not a part of the original story aveks

added by the child. But the child was able to recblthat the central narrative of the story reeslv
around negotiation between a bear and a man fas roshoots of the crop. The core of the story
was maintained in the narrative produced by thilchi

Another child recited the poeBre] 31T, $iTe] 3TAT when asked to read the text. Apparently, the

illustration of the bear was the cue. The childnse@ to have this assumption that a text given with
the picture of a bear should have content on bedr{s a reasonable assumption for a child whd ha
had the opportunity to look at books. It is thattseare whole and carry meaning. Even though, this
child did not try to access the print through tloeventional route of letters and their sounds, he
knew it is meaningful.

Many children were able to respond to the comprelo@nguestions even if their reading of the story
was challenging. The nature of reading strategney tdisplayed during reading did not seem
promising for comprehension, but their answersht dquestions revealed that they were following
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the narrative. It is worth noting here that stomuesture acts as a scaffold for comprehension while
reading a story. The concept they had about thetsiie of a story guides them in predicting and
anticipating the events in the story. This furtlsepports the reading of print and recognition of
words.

4.2.3 (d) Attempts at writing: use of invented spellings

Most children attempted to write the words askedeurcategory of familiar words. The three words
HY, Fretel. anddig=lT appeared in their conventional form and spellind aaveral variations.

For instance, the ranges of variations for the waRRT are follows:

HYT AYY AYT AW HNRT HRT A AR FYA

All the variations mentioned above are good appnations of the conventional spelling. Similarly,
dlalel was a fairly common attempt at writing the wa@btiel. The analysis of Children’s writing

in the collected data indicates thadtras pose a challenge for many children. (The reasehsnid
this struggle withmatras could be because of the manner in whichiras are being taught to
children in spite of interventions from the projgct

An illustrative example of this is the followingrgence by a child from Farah block:
AN M6 o H S AH @l

In the first glance, this writing seems nowhereselto the way it should have been written, which is
A AT T AH FEIA ¢

But, a closer look reveals that the child had cagatumostly all the consonant sounds in the words
minus thematras.

Another instance of a similar but a much closezmafit at writing by a child from Naujheel block:
Hoear a3t AT §

This writing makes deviations from the conventioloain more in terms of carrying reflection of the
spoken language. The wortsiT for 3fd and¥aT for T&AT could be analyzed in this way.

(e) Taking cues from the environment for writing

It was observed during the survey that childrerktoelp from the print available in their immediate
environment to write their name and the name af titage. Children were not only aware of the
print in their environment but are also intelliggnising it in their writing.

* Kajal is the name of a character in Barkha series and Pipni appeared as one of the titléiseobook f in theBarkha
series. An active use of tlarkha series was encouraged in the classrooms.
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An example of this would be how a child from Rayack used the print on the response sheet.
When he was writing the name of his village, heter® TRE’. He paused for a few seconds and

then taking cue from the wordTfa’ printed on the response sheet copif@d and completed his
sentence.

A Ry g H Edl gl

A similar example is that of a child from Chaumutiack wherein he used the word3rH and

‘3Md T AT printed on the data sheet to write
AT 3feo] g

G FT AW O © |

Another interesting example of use of print |i$-indings

that of a child from Govardhan block who used
Children had a sense of the story structure.

They understood it as a whole and not a| set
incorporate it in his own sentence and formed ¢ disjointed words or lines. They had| a

sentence by writing on both sides of the printed gense of a story and negotiated it in differient
word ‘TH". ways using various reading strategies.

the printed word=TH’ on the response sheet o

BRT AT g AT & » Story struct'ure af:ts as 'a scaffold _for
comprehension while reading a story. The

One child copied the name of her school and concept children had about the structure of a

village written on the wall of the school to write story_ gyided them in_ predicting a”‘_j
the name of her village on the response sheet.| ~ anticipating the events in the story. This

further supports the reading of print and
a7 . graf@e gder recognition of words.

e Children were found to be help from the

print available in their immediat
wall to stress that this is the name of her village onvironment in their writing. Children wefe

Here, the child did not copy as painted on the ¢ only aware of the print in their
wall but her attempt showed that she was aware onvironment but were also intelligently
of what those words on the wall meant and made using it in their writing. This indicates that

an attempt to use it to support her writing. these children expected print material to| be

In all these cases, it is interesting to note that meaningful and purposeful.

children are readily using cues available to them
and selecting the cues they wanted to use. Thigates that these children expect print to be
meaningful and purposeful. The name of the schad painted with the purpose of labeling it, (a
very common use of print in the contemporary woftit)identification. This child is aware of this

function of print and can use it to her advantage.uninformed interpretation of the support child
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sought from environmental print is that the chittheated.” From the developmental point of view,
one would call thistrategic reading and writing with intelligent useof multiple cues.lt is very
important for an early reader and writer to know #ources and cues which can guide and support
her reading and writing. These children seemedtaviiare of this.

4.2.3 (f) Some Common Reading Behaviours

There were few reading behaviors which were foundet quite common amongst the children in the
survey.

For instance, most children identified letter ie first section of the tool. A large number of thes
children named letters in a particular way. Aftaming the letter, they followed it up with a nanie o
an object which also had the same letter name/smuit&l beginning. So, when a child identified five
letters given in the data sheet in a row it sourtkedthis.

o T
T EE)
T STIEI/STaT

q qdaT/Icar

% ShofH/HAT

Interestingly, the objects that were named for datter were mostly the same, even across the five
blocks. Such naming of objects with the letter na®emed inextricably related, as if the sound of
the letters did not have an independent identityherletter has an association only with the object
related to it. The Early Literacy Programme trieddiscourage this kind of reading practice because
of the fixed association it formed in the child’snah.

This ‘strategy’ continued to be used by a few dleitdwhile reading the story. For example, the word

HTe] was read something like this:

aﬂ@,sﬂﬁm,?—rag\i@rmaﬂq

These children were asked to stop reading afterfitee page of the story because they were
evidently not reading for meaning but were strugglio identify letters andhatras in each word.

A similar way of reading i.e. decoding was usedbyjdren. The decoding involved segmentation of
the word and blending of the segments. But, theesaof objects had dropped off. So, the ware[

in fhaTeT Fr IR was read like this:

H I A F o
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There were children who segmented the word, butrieas remained blended in the preceding
letter. For example:

& ar o fRaeT

This was seen the most common way of reading.

Another interesting behaviour exhibited by childreias observed when they encountered any
difficulty in reading. Children, who were not tragithe text with their finger while reading, broaigh
their finger to print and pointed at each letted ematras while decoding the difficult word. It seems
they were aware that they had run into a challengortion of the text and they need to give more
attention to what they were reading. The tracinghef print with finger was a manifestation of a
focused mind. Itvas a way of monitoring their reading- a meta-cogtive act.

4.2.3 (g)Peculiar Reading Writing Behaviours

This section discusses few such cases of youngreathd writers who used rather strange ways to
read and write. These are just a handful of childbeit their behaviours were found interesting and
set us thinking.

A child used the common reading strategy of deapdiihat was unusual about his reading was that
his reading was accompanied with sudden jerksehtad and movement of his hand. These jerks

were meant to indicate thmeatras — the vowel sounds in Hindi. An elongated vowke[® (00) as
in #ATe] was indicated by a rising intonation and an upwaaliement of the forefinger. A short

vowel likes (i) as infehdTsT was accompanied by a downward movement of theifwef. This
child read the entire text in this manner!

A child from Chaumuha was pointed to the up-tur(i@dnk side of sheet facing us) reading material
kept on the table and was asked to read it. Thee@idhe paper facing up was a blank sheet and the
print was on the other side. The child held upghper to light and started to read from the shadow
of the text on the other side of the paper. Thédalsed the conventional direction of left to right
even though the direction of the shadow of the weas$ from right to left. The child continued to
identify mirror images of letters till he was askedurn the page and read.

4.3 Conclusion

Children are taking risks in reading and writi@hildren’ repertoire of strategies had increased
and it included taking cues from pictures and canteupport of spoken language and blending of
letters. They attempt to write using invented spgdl. This kind of ‘risk taking’ is only possible
when children are given opportunities for meanihgéading and writing, which has been the thrust
of Mathura pilot project.

Children wereaware about the conventions and directionality of pnt as compared to the

observations in the base line survey. Children ktrevright way’ to hold the books and all children
knew that print in Hindi is read from top to bott@nd left to right. Children showed their awareness
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of the presence or use of punctuation marks dugading and writing. Well-developed concept of
word and sentence structure was observed.

Print rich environment in the classroom, reading corners, story-telling by the teacher|dcan’s
engagement with print had supported children iir fi@cess of comprehension of the text. Children
had a sense of the story structure. They underst@sda whole and not a set of disjointed words or
lines. The concept children had about the structfrea story guided them in predicting and
anticipating the events in the story.

When children read with comprehension, they arerawden their meaning making process gets
affected When children realize what they read is not cohererwith meaning being constructed,
they make self correctionsChildren who were reading solely on the basistiel recognition and
blending of letters did not make self corrections.

In writing, children used invented spelling withnfimence, tried to write in sentences which
definitely conveygositive and confident attitudes towards writing The case studies show that
children were readily using cues available to tlzem selecting the cues they wanted to use. This
indicates that children expected print to be megfnirand purposeful. It is very important for an
early reader and writer to know the sources and wiech could guide and support her reading and
writing. These children seemed to be aware of this.

Although these were the major shifts in childreways of approaching reading and writing and
developing as literacy learners as compared td#se-line survey where children were not willing
to even attempt to read and of those who read, 3¥lycyomprehended. Even in writing one fourth of
the children during base-line didn’t write theimmas, whereas now in the end-term survey, children
are developing print conventions and are attempingrite using invented spellings. These have
been some of the significant changes captured drtenm survey as compared to the base-line and
yet, there were some changes not so significar.stidy was exploratory in nature and was amined
at understanding processes of language developméimé¢ classroomsThe main findings that can
be drawn from the is that creating print rich eamiment and the presence of relevant and age-
appropriate children’s literature, graded readieiges played a major role in bringing these resasts
were given in great detail in this section earliris change in the classroom was also a restitteof
continual dialogue with the teachers over the dagon programmes and monitoring which helped
them bring about the change in their pedagogicattmes.

43



Section: 4
Key Finding and
Recommendations



SECTION 5

Key Findings and Recommendations

5.1 Key Findings

The End-term survey of the Mathura Pilot Projed revealed various aspects about the process of
reading and writing in the early years of schoaling

The analysis and findings highlight the followipgints:

It is important to understand the major dimensitimeugh which children’s reading and writing
skills are developed rather than slotting theno ioategories of readers and writers or non-
readers and non-writers.

Each child is on the path of development and ttheielopment should be supported by informed
pedagogic practices, conducive classroom envirohraed other factors like opportunities to
engage with print and reading and writing in gehéraese aspects need to be addressed during
teaching learning process.

Children’s exposure to a print- rich environmentnigerative in enhancing their reading skills.
Children should be given ample opportunities toagggwith print material. This understanding
among practitioners needs to be developed.

Children essentially look for meaning when theydreblse of cues from context, pictures,
background knowledge reveals how children use tbess to make meaning. These are the parts
and process of learning reading. It indicates thétiren expect print material to be meaningful
and purposeful and employ reading strategies fos#me.

Prediction is a developmental phase of the reagmgess and its acknowledgement in the
classroom supports children’s reading process aadsl to successful comprehension of the
texts.

Children’s rich exposure to literature increasesrthepertoire of employing strategies to read a
text and an attempt to pick up an unfamiliar tekbhwonfidence.

Children’s self-correction in their reading is iodiive of their meaning construction. It is a way
of monitoring their reading and it is a meta-coiyeitact.

Children’s writing is a reflection of their engagem with print. Children were not only aware of
the print in their environment but also intelliggnise it in their writing.

Children’s risk-taking behaviours in reading andtwg convey their positive and confident
attitudes towards literacy.

Changes in children’s reading and writing behasadetermine the pedagogical changes in the
classroom. It is indicative of the changes thatehamerged in teachers’ understanding of early
literacy which has reflected in the classroom ingion and eventually in children’s reading and
writing behaviours.
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Teachers were not interacted with as a part of shisrey. But time to time discussion,
monitoring reports and focus group discussion riexka progressive leap in their understanding.
Some important aspects observed in teachers uaddmsg are:

Teachers understood that ‘Reading’ is not decolutgeading is ‘reading with comprehension’.
Teachers now view listening, speaking, reading anting as integrated processes. They are
now viewing writing as a meaningful and purposeictivity rather than a mechanical process.

Teachers have become aware of the importance afrehis literature as a meaningful and
effective resource of learning to read. Teachems acknowledge the developmental phases of
reading and writing as they emerge in the classraoih joyfully accept children using their
home language in school. Classrooms have becomedy lvith the presence of books and
children’s literature.

Classroom activities of reading and writing conne@h personal experiences of the children.

The teachers now readily reach out to students caraditative talks have become a regular
feature between them.
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5.2 Recommendations

A National Resource Group on early literacy neexldd formed that createspdatform for
discussions and debates on existing practices aefatms in the area. This group should
comprise of educationists, early literacy expensl glanners and will be responsible for
providing support to states in designing their laeqge programmes.

States/UTs need to form its own resource groupaoly &teracy. This group should comprise of
academic authority of the state, educationistdy disgracy experts, children’s literature experts,
teachers and teacher educators who can guide pporsdhe state in its language programmes
in aspects curriculum development, material devekeqt for teachers and children and capacity
building of teachers.

The pedagogical practices should focus on readingdmprehension and writing with meaning
and should be supported by meaningful print rickirenment in schools. The importance of
literacy learning in the foundations years of sdimgoneeds to be taken with seriousness as it
impacts learning and all other curricular areas.

The academic authorities of States/UTs should rendhat the early grades language
programmes should be carefully designed and itsaagja to progressing grades should also be
well defined.

The onus of the literacy programme should be sharddthe people involved at State, District
and Block and cluster levels to ensure support lmd) term sustainability. Professional
development of teachers, head teachers, ClusterBéouk Resource teams is imperative to
develop a sound understanding about the theoreticalepts of early literacy.

It is desirable that States/UTs ensure that atsth®ol, teachers are available as per the Pupil
Teacher Ratio (PTR) prescribed by RTE-2009. Thealckhould assign teacher(s) for grades |
and Il specifically.

Every States/UT should plan professional develogroépractitioners on a long-term basis. To
ensure that children would become independent readed writers, teachers need to be
empowered with sound theoretical understandingootepts and processes of learning to read
and write. Professional development programmes &man training could also include monthly
review meetings, teacher seminars, visit to moclebsls and others.

Pre-service teacher training programmes shouldudec core area on early literacy and
children’s literature in their curriculum. All suwjt teachers should graduate with an
understanding of literacy development of childrenuhderstand and support literacy learning
processes of children, which every teacher encosinteespective of the subject they teach.

In-service teacher training programmes should fooosall components of early literacy to
develop conceptual understanding of the procestegadling and writing amongst primary
school teachers. The trainings should be spreadabeensiderable time-frame to allow teachers
to delve into the intricacies of the processes Ivaa. Since there teachers have their own
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experiences from their classrooms, this shoulddwsal un the training to understand the process
of literacy development.

Material developed for student-teachers or tea¢hstrsuld address the curricular needs of an
early literacy programme. Teachers graduating duprofessional development programmes
should be empowered and equipped to address #nacht related needs of children coming to
their schools.

States should ensure that school environments @melucive to literacy learning. Reading
corners should be created in all classrooms oflamil in grades classes | and 1l so that literature
and reading material is easily accessible fordcail. School libraries should be functional. The
school library should be a hub of all academicvéas in school and resource centre for
children and teachers both. The librarians/ in-gaahould also be actively involved in academic
activities of the school and teachers. They shallldvork in close cooperation to be able to
gude and support each other.

Children’s literature is an essential componentredding corners and libraries in schools.
States/UTs and union territories should ensure thigvant and age-appropriate literature is
available to children in schools. States shouldettgy clear guidelines for selection of good
children’s literature. This should be widely disseated among teachers.

States should ensure the alignment between pedad@i@gactices in the classroom, textbooks
and assessment procedures. The academic authbtite Gtates/ UTs should ensure that the
textbook aligns with the designed curriculum fonaals.

States/UTs should plan activities to create awa®imre communities/SMC on the importance of
early literacy. Activities likepustak mela, book weeknukkad natak, story festivals, mobile
libraries are some suggested activities to creatareness among various members of the
community.

Monitoring needs to be an inbuilt part of earlgddacy programme implementation. Monitoring
demands academic support and hand-holding of tesctierefore, the people involved in the
monitoring process, i.e. the Block and Cluster @owtors, Head Teachers should have an
understanding of the vision as well as the acadgmiwiples and classroom implementations.
Follow-up, academic and administrative hand-holdiisg imperative for the long-term
sustainability of the programme and should be dicoaus process.

Researches in the area of early literacy shouldrm®uraged to expand the knowledge base in
the country and create platforms for curriculacdssions and debates on early literacy.
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Appendix - B

A quantitative analysis of the data reveals the ftdwing results

l. Writing
Category No. of | Percentage
Children’s | (%)
(No. of C)
1. The child wrote the name, village name and familiar words and | 189 56.75
recognized the letters.
2. Did not write at all but recognized the letters. 6 1.80
3. The child wrote name/village name/ familiar words/ and | 129 38.74
recognized the letters.
4. The child did not write the name, village name, familiar wordsand | 7 2.10
did not recognize the | etters.
Il. Reading Comprehension
Category No. of | Percentage
Children’s | (%)
(No. of C)
1. Read both the stories 179 53.75
2. Answered the comprehension questions to both the stories 101 30.33
3. Answered the comprehension question to only the familiar story 19 5.71
4. Answered the comprehension question (s) to only the unfamiliar | 3 0.90
story
5. Child refused to read the stories but recognized the letters 83 24.92
6. Read both the stories but did not answer any comprehension | 80 24.02
guestion
Familiar Story
Read only the familiar story 13 3.90
Read only the familiar story and did not answer the question () 25 7.50
Unfamiliar Story
Read only the unfamiliar story 1 0.30
Read only the unfamiliar story and did not answer the question (s) 4 1.20
7. (i) Turned the pages in both the stories. 99 29.72
(i) Turned the pages in the familiar story. 18 5.40
(iit) Did not turn the page in both the stories 87 26.12
(iv) Turned the pages in the unfamiliar story. 21 6.30
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[ll.  Writing and Reading

Category No. of | Percentage
Children’s | (%)
(No. of C)

1. Did not write but attempted to read the stories 1 0.30

2. Did not read the stories but attempted to write 81 24.32

3. The child could not write the village name and familiar words, did | 7 2.10

not recognize the letters and did not read the story.

4. The child wrote the name, village name and familiar words, | 67 20.12

recognized the letters and read the stories and answered the

comprehension gquestions.

IV.  Exposure to Stories

Category No. of | Percentage
Children’s | (%)
(No. of C)

The child is told story

(a) At home 120 36.03

(b) At school 247 74.17

The child names a favourite story or poem

() Story 242 72.67

(b) Poem 80 24.02
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Appendix- D
Details of teacher orientation programmes

There were 1200 teachers, 47 NPRCs, 10 ABRCs a@RGs involved in the project
schools. Orientation programmes were conductedyeyesr with these teachers. These
orientations were conducted by NCERT Faculty alavith the support of Master
Trainers. Initially the team of Master Trainers goised of BRCs, ABRCs and NPRCs
from the project blocks of Mathura. Every year tiam was reviewed and revised based
on the developing understanding and support pravideeachers in the field. Over the
years, teachers were also given the responsibiliaster Trainers.

Care was taken to ensure that each batch in tbatation programmes had a maximum
of 35 participants. Therefore, every year, the neimbf batches in orientation

programmes ranged between 30-35. The orientati@re wonducted in a block wise
manner in the project schools.

The orientation programmes have always been coeduct an interactive manner.

Experiences and observations of participants h&wvaya been given preference. The
sessions were based on discussions, activitiegs plad group work. Reading material in
the form of books, hand-outs were shared with gigdnts. Video programmes, posters,
writing samples of children were also extensivedgdito develop understanding.

The details of the orientation programmes are bevs:
2008-09

Master Trainers- 20

Duration of Master Trainer’s orientation- 3 days
Duration of Teachers, NPRCs, ABRCs orientationagsd
Duration of Refresher programme- 2 days

Focus areas of Orientation
* Introduction and objectives of the Programme
» Experiences and challenges of teaching reading
» Understanding reading
* How do children learn to read
* Print rich environment in the classroom
* Role of textbook
* Reading corner in the classroom
* Role of children's literature
» Graded reading series 'Barkha' and its usage
» Various activities for reading- writing eg. Morningessage etc.
» Assessment of reading
* Planning implementation in the classroom
* Roles and responsibilities of various stakehold®rslved
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2009-10

Master Trainers- 20

Duration of Master Trainers orientation- 2 days
Duration of Teachers, NPRCs, ABRCs orientationagsd
Duration of Refresher programme- 2 days

Focus areas of Orientation
» Experiences and challenges being faced by the ¢emch
* Understanding the processes of reading
* How do children learn to write
* Print rich environment in the classroom
» Linking textbook with children's literature
» Effective usage of Reading corner in the classroom
» Story-telling and read-alouds in the classroom.
* Independent reading time for children everyday
* Using the green running board as a space for @mldr
* Planning implementation in the classroom

2010-11

Master Trainers- 25

Duration of Master Trainers orientation- 2 days
Duration of Teachers, NPRCs, ABRCs orientationagsd
Duration of Refresher programme- 1 day

Focus areas of Orientation
» Teachers experiences
* Physical arrangement of the classroom
» Understanding the processes of reading and writing
» Developmental phases of reading and writing
* Role of textbook
» Maintenance of books in the reading corner
» Provision of stationery in the reading corner
* Using children's literature for reading-writingpaptunities
* Children's magazineFirkee bachchon ki’
» Taking observations and writing journals/reflectdiary
* Maintaining profiles of children
* Indicators for assessment
* Making weekly plans/ planning reading-writing opumrities with stories and
poems

69



2011-12

Master Trainers- 25
Duration of Master Trainers orientation- 2 days
Duration of Teachers, NPRCs, ABRCs orientationagsd

Focus areas of Orientation
» Sharing of experiences-achievements and challenges
» Discussions on the processes of reading and writing
» Using children's literature for reading-writingpaptunities
» Experiences with morning message
» Children's magazineFirkee bachchon ki’
» Discussions on teachers observations and writinghgds/reflective diary
» Strengthening procedures of assessment
» Strengthening the teachers plannings of readingngropportunities with stories
and poems
» Developing a channel of correspondence througérkett
» Making school libraries functional and accessiloledhildren
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Appendix- E

Supporting team at Mathura for the End term survey

Name Designation District/Block

Mr. Pradeep Pandey District Pedagogy Mathura
Co-ordinator

Ms. Mithlesh Saxena NPRC Govardhan

Mr. Ghanshyam NPRC Govardhan

Mr. Murari Lal NPRC Govardhan

Mr. Uma Shankar NPRC Govardhan

Mr. Ram Singh NPRC Govardhan

Mr. Man Singh NPRC Govardhan

Mr. Saheb Singh NPRC Govardhan

Mr. Bhagwan Singh NPRC Govardhan

Mr. Shiv Charan La NPRC Fareh

Mr. Tara Chandra NPRC Fareh

Mr. Lalit Kumar NPRC Fareh

Mr. Naresh ChandraSharma | NPRC Fareh

Ms. Sandhya Sharma NPRC Fareh

Mr. Jagat Singh NPRC Fareh

Mr. Tara Chandra NPRC Fareh

Mr. Harigyan Singh NPRC Naujheel

Mr. Banwari Lal Sharma NPRC Naujheel

Mr. Madan Singh NPRC Naujheel

Mr. Maan Singh NPRC Naujheel

Mr. Pratap Singh NPRC Naujheel

Mr. Soran Singh NPRC Naujheel

Mr. Kedar Singh NPRC Naujheel

Mr. Ramveer Singh NPRC Naujheel

Mr. Vipin Bihari NPRC Raya

Mr. BalBir Singh NPRC Raya

Mr. Rameshwar Dayal NPRC Raya

Mr. Rajendra Prasad Gaund NPRC Raya

Mr. Ram Gopa Sharma NPRC Raya

Mr. NetraPal Singh NPRC Raya

Mr. Sughad Singh NPRC Raya

Mr. Madan Mohan NPRC Chaumuha

Ms. Veena Dixit NPRC Chaumuha

Mr. Manohar Lal NPRC Chaumuha

Mr. Om Prakash Sharma NPRC Chaumuha

Ms. Prabha Devi NPRC Chaumuha

Mr. Dev Hans NPRC Chaumuha

Mr. Madan Singh NPRC Chaumuha
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