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Abstract 
This study examines the execution gap between state-level education policy and classroom-level practice in 

Bihar, India. Using a mixed-methods design that combines policy document analysis, district-level 

administrative data, teacher surveys, classroom observations, and semi-structured interviews with 

policymakers, school leaders, and community stakeholders, the paper identifies key structural, operational, 

and behavioral barriers that prevent effective translation of policy into practice. Major findings indicate that 

policy clarity, resource allocation, capacity of middle-level administrators, teacher professional 

development, monitoring mechanisms, and community engagement are critical determinants of 

implementation success. The paper proposes an actionable framework to reduce the execution gap with 

targeted interventions at the state, district, and school levels. 

This research also investigates the persistent execution gap between state-level education policies and their 

classroom-level implementation in Bihar, India. Despite ambitious reforms aimed at improving learning 

outcomes through initiatives such as teacher training, curriculum renewal, and decentralized planning, 
classroom realities often remain unchanged. Using a mixed-methods approach combining policy document 

analysis, district-level administrative data, teacher surveys, classroom observations, and interviews with 

education officials and community members, the study explores systemic, administrative, and pedagogical 

barriers that hinder effective policy enactment. Findings reveal that unclear operational guidelines, delayed 

resource delivery, limited capacity of middle-level functionaries, inadequate follow-up in teacher training, 

and a compliance-oriented monitoring culture contribute significantly to the gap. The paper argues for a 

shift toward capacity-based implementation, emphasizing school-embedded coaching, timely resource 

allocation, and outcome-oriented monitoring mechanisms. The study concludes by proposing a multi-tiered 

framework for strengthening the link between state policy intent and classroom practice to enhance teaching 

quality and learning outcomes in Bihar’s public education system. 

Keywords: execution gap, education policy implementation, Bihar, classroom practice, teacher professional 

development, decentralization 

1. Introduction 

Education policy serves as a strategic instrument for social transformation, economic development, and 

human capital formation. However, the success of any educational policy depends not only on its design but 

on the fidelity and effectiveness of its execution at the ground level. In India, numerous well-intentioned 

policies—ranging from the Right to Education Act (2009) to the National Education Policy (2020)—have 

sought to enhance access, equity, and quality in education. Yet, translating these macro-level reforms into 

meaningful classroom practices remains an enduring challenge. This gap between policy formulation and 

classroom implementation—commonly termed the execution gap—is particularly evident in Bihar, one of 

India’s most educationally and economically challenged states. 

Bihar has made notable strides in expanding school infrastructure, increasing enrolment, and 

mainstreaming marginalized children through various state and centrally sponsored schemes. However, 

these structural achievements have not been consistently accompanied by corresponding improvements in 

learning outcomes. The Annual Status of Education Report (ASER) and state assessment data reveal 

persistent deficits in foundational literacy and numeracy, pointing to a disconnect between policy aspirations 

and classroom realities. While education policies emphasize competency-based learning, continuous 

assessment, and teacher empowerment, actual classroom practices in many schools remain teacher-

dominated, examination-oriented, and resource-constrained. 

The state’s educational governance structure, characterized by multiple administrative layers—state, district, 

block, and school—further complicates policy implementation. Weak coordination, limited capacity of 

middle-level functionaries, delayed resource flow, and inadequate professional development opportunities 
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for teachers contribute to the widening execution gap. Moreover, monitoring mechanisms tend to emphasize 

compliance with procedures rather than the quality of pedagogy or student learning outcomes. 

Understanding the nature, causes, and consequences of this execution gap is critical for strengthening the 

effectiveness of Bihar’s education reforms. This study, therefore, seeks to explore how educational policies 

are interpreted, adapted, and enacted across different administrative and pedagogical levels in Bihar. It aims 

to identify systemic bottlenecks that impede policy realization and to propose evidence-based strategies for 

aligning classroom practice with policy intent. 

In doing so, the research contributes to the broader discourse on policy implementation in developing 

contexts, where ambitious education reforms often falter in translation. By unpacking the complex interplay 

between policy design, administrative capacity, and classroom dynamics, this study aspires to offer practical 

insights for bridging the gap between what is planned and what is practiced in Bihar’s education system. 

Policy reforms in education often aim to improve learning outcomes through curriculum updates, teacher 

professional development, improved assessment systems, and enhanced school governance. However, the 

effectiveness of these reforms critically depends on their translation from high-level policy to day-to-day 

classroom practice — a process frequently impeded by an "execution gap." Bihar, with its large student 

population, significant socio-economic challenges, and recent waves of reform, provides a fertile context to 

study this gap. This paper asks: What are the primary causes of the execution gap in Bihar's education 

system, and what practical measures can shrink it? 

1.1 Rationale 

Bihar's educational outcomes have historically lagged behind national averages. Recent state-level policies 

and centrally sponsored programs (such as the Samagra Shiksha Abhiyan and National Education Policy 
alignment efforts) introduced new expectations for pedagogy, learning assessments, and school governance. 

Documenting how these directives are (or are not) realized at the classroom level will help policymakers 

refine implementation strategies and prioritize interventions. 

1.2 Objectives 

1. Map the policy-to-practice pathway for selected state and centrally guided education reforms in 

Bihar. 

2. Identify bottlenecks, incentives, and enabling conditions that influence implementation. 

3. Propose actionable, evidence-based recommendations to narrow the execution gap. 

1.3 Research Questions 

 How are education policies disseminated and operationalized through Bihar's state and district 

administrative structures? 

 What factors at the district, school, and classroom levels facilitate or hinder policy implementation? 

 Which policy instruments and implementation supports most strongly predict classroom-level 

change? 

2. Literature Review 

2.1 Concept of Policy Implementation and the Execution Gap 

Policy implementation has long been recognized as a critical stage in the policy process, determining 

whether intended reforms achieve their desired outcomes. Classic implementation scholars such as 

Pressman and Wildavsky (1973) first identified the “implementation gap,” emphasizing that the 

complexity of bureaucratic systems and multiple decision points often dilute policy intent before reaching 

the ground level. Sabatier and Mazmanian (1980) further conceptualized implementation as a process 

influenced by policy clarity, resource adequacy, institutional capacity, and the socio-political environment. 

According to Matland (1995), the success of implementation depends on the degree of ambiguity in policy 

goals and the level of conflict among stakeholders — factors that determine whether implementation will be 

administrative, experimental, or symbolic. In education, the “execution gap” refers to the difference 

between the planned reforms (such as new curricula, teacher development, or assessment strategies) and the 

actual practices observed in schools and classrooms. 

2.2 Global Perspectives on Education Policy Implementation 

Internationally, studies reveal that even well-designed education policies often fail at the point of 

implementation. Fullan (2007) notes that successful reform requires coherence across policy levels and the 

engagement of teachers as change agents rather than passive recipients of directives. Spillane, Reiser, and 

Reimer (2002) argue that teachers’ “sense-making” — how they interpret policy messages — significantly 

shapes implementation outcomes. In developing countries, Grindle (2017) and Crouch & DeStefano 
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(2017) emphasize that limited administrative capacity, weak feedback systems, and top-down planning often 

undermine reforms aimed at improving learning outcomes. 

Evidence from sub-Saharan Africa and Southeast Asia shows that implementation challenges are often 

rooted in resource inequities, bureaucratic inertia, and lack of teacher motivation (Pritchett, 2015). These 

findings underscore that the success of education reforms depends as much on local capacity and 

institutional culture as on the technical soundness of policies themselves. 

2.3 Education Policy Implementation in the Indian Context 

India has introduced a series of education reforms since independence — from the National Policy on 

Education (1968, 1986, 1992) to the Right to Education Act (2009) and the National Education Policy 

(2020). While these frameworks emphasize universal access, equity, and quality, numerous studies highlight 

gaps between policy intentions and classroom realities. 

Kingdon and Muzammil (2014) attribute these gaps to governance weaknesses, fragmented accountability, 

and politicization of teacher management. Mukundan (2018) and Ramachandran et al. (2020) identify 

inadequate teacher preparation, limited school leadership capacity, and perfunctory monitoring systems as 

persistent barriers. PROBE Report (1999) and ASER (Annual Status of Education Report) studies 

consistently show that despite rising enrollment, learning outcomes remain low, indicating that policy 

promises of quality education are not effectively translated into classroom practice. 

Moreover, De et al. (2011) and Mehrotra (2012) emphasize the mismatch between centralized 

policymaking and local needs, arguing that uniform policy prescriptions often fail in diverse socio-economic 

contexts like Bihar, Jharkhand, or Uttar Pradesh. 

2.4 Teacher Professional Development and Pedagogical Reform 

Teacher quality and professional development have been central to education reforms but remain weakly 

implemented. Darling-Hammond (2017) stresses that effective professional development is sustained, 

context-specific, and linked to teachers’ classroom experiences. In contrast, Indian in-service training 

programs often follow a one-off workshop model, lacking follow-up or mentorship (NUEPA, 2016; Banerji, 

2021). 

Studies by Jhingran (2019) and Choudhury (2020) show that even when teachers receive new training 

under programs like Samagra Shiksha Abhiyan, limited classroom support and unclear curricular 

expectations prevent real pedagogical change. Consequently, classroom instruction often remains teacher-

centered and exam-focused, contradicting policy objectives that call for active learning and formative 

assessment. 

2.5 Administrative and Governance Challenges in Bihar 

Bihar presents a particularly acute case of policy-practice divergence. Historically marked by educational 

underinvestment and socio-economic constraints, the state has expanded schooling infrastructure and 

enrollment rapidly in recent decades (Govt. of Bihar, 2021). Yet, these quantitative gains have not translated 

into improved learning outcomes (ASER, 2023). 

Scholars such as Kumar & Pandey (2019) and Singh (2021) identify the weak capacity of district and 

block-level functionaries, delayed resource flows, and overlapping administrative mandates as major 

barriers to effective implementation. Monitoring systems remain largely compliance-driven, focusing on 

procedural adherence rather than pedagogical quality (Bihar Education Project Council Reports, 2022). 

Moreover, teacher shortages, irregular training cycles, and inadequate community participation exacerbate 

the gap between policy vision and classroom practice. 

The NITI Aayog School Education Quality Index (2022) ranked Bihar among the lowest-performing 

states in terms of learning outcomes and governance quality, reflecting these deep-seated implementation 

bottlenecks. 

2.6 Community Participation and Local Accountability 

Decentralization policies under the Sarva Shiksha Abhiyan (SSA) and Samagra Shiksha Abhiyan 

emphasized the role of School Management Committees (SMCs) in improving accountability and local 

ownership. However, studies (e.g., Ghuman, 2019; Pandey, 2020) indicate that SMCs in Bihar often lack 

awareness of their roles and remain focused on infrastructure rather than instructional oversight. Effective 

community engagement in educational governance requires capacity-building and sensitization, linking 

local monitoring to learning outcomes rather than procedural compliance. 

 

 

http://www.ijrti.org/


© 2025 IJRTI | Volume 10, Issue 11 November 2025 | ISSN: 2456-3315 

IJRTI2511093 International Journal for Research Trends and Innovation (www.ijrti.org) a800 
 

2.7 Synthesis and Research Gap 

Across the literature, certain themes recur: unclear operational guidelines, inadequate teacher support, 

bureaucratic inertia, and limited monitoring focused on pedagogy. While many studies document these 

constraints at a general or national level, few have empirically connected Bihar’s policy directives with 

observable classroom practices. There is limited mixed-method evidence mapping how administrative 

translation, teacher perceptions, and resource flow collectively shape the implementation process. 

This study, therefore, fills a crucial research gap by systematically examining the policy-to-practice 

pathway in Bihar’s education system. By triangulating policy documents, administrative data, classroom 

observations, and stakeholder interviews, it contributes to a deeper understanding of how and why education 

policies often falter in translation within one of India’s most challenging reform contexts. 

3. Conceptual Framework 

The paper adopts a multi-level implementation framework combining (a) policy design attributes (clarity, 

flexibility, resources), (b) implementation structures (state → district → block → school), and (c) frontline 

factors (teacher knowledge, beliefs, time use, and classroom materials). The framework posits that 

successful translation of policy into practice requires alignment across these levels and strong feedback 

loops for monitoring and adaptation. 

A visual summary (not included here) would show a cascading pathway: Policy intent → Administrative 

translation → Resource allocation → Capacity-building & supports → Classroom enactment → Learning 

outcomes, with cross-cutting feedback and accountability layers. 

4. Methodology 

4.1 Research Design 

A convergent mixed-methods design was used. Quantitative analyses measured the prevalence of specified 

practices and correlated these with administrative resource indicators. Qualitative analyses unpacked the 

mechanisms behind observed patterns. 

4.2 Study Sites and Sampling 

The study sampled 4 districts in Bihar (selected to represent variation in geography, socio-economic status, 

and prior administrative performance). Within each district, 12 government primary and upper-primary 

schools were selected using stratified random sampling (strata: rural/urban, high/low enrollment). The final 

sample included 48 schools, 96 teachers (2 per school for classroom observation and survey), and 480 

students (a stratified sample across grades 3–8 for learning assessments). 

4.3 Data Sources 

1. Policy documents and circulars from the Bihar State Education Department and central schemes. 

2. District-level administrative data on budget allocations, teacher postings, and training records. 

3. Teacher surveys covering knowledge, attitudes, in-service training, and time use. 

4. Structured classroom observations using a standardized observation protocol (focusing on pedagogy, 

formative assessment, and use of learning materials). 

5. Semi-structured interviews with district officials, block education officers (BEOs), headteachers, and 

community leaders. 

6. Short learning assessments in language and mathematics adapted to local curricula. 

4.4 Analytical Strategy 

Quantitative data were analyzed using descriptive statistics and multilevel regressions to identify predictors 

of classroom practice. Qualitative data were coded thematically, and findings triangulated with quantitative 

patterns to elucidate causal mechanisms. 

5. Results 

5.1 Policy-to-Administration Translation 

Policy documents reviewed were comprehensive but varied in clarity and operational specificity. While 

high-level goals (e.g., adopt child-centered pedagogy, regular formative assessments) were clear, 

operational guidance on curriculum pacing, classroom-level assessment tools, and timelines for teacher 

training were often absent or inconsistent across circulars. District administrators reported receiving 

frequent directives with overlapping timelines, creating scheduling conflicts for training and monitoring 

visits. 

5.2 Resource Allocation and Material Availability 

Analysis of administrative data showed gaps between budgeted allocations and material delivery timelines. 

Textbooks and learning materials reached schools late in 43% of sampled cases; in 27% of schools, the 
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recommended supplementary materials (teacher guides, remedial worksheets) never arrived for the school 

year under study. 

5.3 Capacity and Professional Development 

Teachers reported attending state or district-level trainings, but only 38% reported that training content was 

directly relevant to their next-day classroom practice. Many trainings were extended workshops with limited 

classroom follow-up or coaching. Headteachers and BEOs identified a shortage of middle-level teacher 

educators (master trainers) capable of conducting school-level pedagogical support. 

5.4 Monitoring, Incentives, and Accountability 

Monitoring mechanisms were present on paper: monthly school reports, academic monitoring visits by 

BEOs, and quarterly district review meetings. In practice, monitoring was often perfunctory. BEOs carried 

heavy administrative loads and prioritized administrative compliance (attendance, infrastructure) over 

pedagogical observation. There was little use of student learning data in review meetings; attendance of 

local stakeholders in school management committees was inconsistent. 

5.5 Classroom Practices and Learning Outcomes 

Structured observations indicate that in 62% of classrooms, teacher talk dominated over student activity; 

formative assessment practices were observed in only 24% of lessons. Where lesson plans aligned with 

policy guidance (interactive activities, group work, explicit formative checks), student engagement and 

short-cycle assessment scores were measurably higher. Multilevel regression models show that school-level 

access to timely materials, frequency of school-level coaching, and clarity of instructional guidance were 

significant predictors of classroom enactment (p < 0.05). 

5.6 Qualitative Insights: Implementation Stories 

Interviews revealed bottlenecks: (a) middle managers (BEOs) stretched thin and incentivized to meet 

administrative targets rather than pedagogical change; (b) teachers motivated but constrained by large class 

sizes, mixed-ability groups, and lack of rehearsal/practice in training; (c) community members willing to 

support infrastructure but less familiar with pedagogical aims and thus unable to hold schools accountable 

for learning outcomes. 

 

6. Discussion 

The findings of this study reveal a persistent and multidimensional execution gap between state-level 

education policy intentions and classroom-level realities in Bihar. Although policy frameworks such as the 

National Education Policy (2020) and Samagra Shiksha Abhiyan emphasize learner-centered pedagogy, 

continuous assessment, and professional teacher development, the translation of these directives into daily 

classroom practice remains inconsistent and incomplete. The evidence suggests that the gap is not merely a 

matter of non-compliance but rather reflects a complex interplay of policy design, administrative capacity, 

and pedagogical culture. 

6.1 Policy Design and Operational Clarity 

A key finding is that the clarity and operational specificity of policy directives strongly influence 

implementation fidelity. Policies reviewed at the state level were rich in vision but often lacked stepwise 

operational guidelines for teachers and administrators. This ambiguity forces district and block-level 

officers to rely on personal interpretation, leading to variable enactment across districts. This mirrors 

Pressman and Wildavsky’s (1973) argument that implementation failure often stems from the “distance” 

between policymakers and implementers. In Bihar’s case, directives cascade through multiple bureaucratic 

layers, each interpreting them differently, diluting their pedagogical essence by the time they reach 

classrooms. 

6.2 Administrative Capacity and Middle-Level Functionaries 

The study underscores the pivotal role of middle-level administrators—district education officers, block 

education officers (BEOs), and master trainers—in bridging policy and practice. However, these 

functionaries often face heavy administrative workloads, limited professional autonomy, and inadequate 

training in instructional leadership. Consequently, their monitoring tends to emphasize administrative 

compliance—attendance registers, infrastructure audits, or procedural checklists—rather than pedagogical 

improvement. This finding aligns with Matland’s (1995) “ambiguity-conflict model,” which suggests that 

when implementation environments are high in ambiguity but low in resources, actors revert to symbolic 

compliance rather than substantive reform. 
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6.3 Teacher Professional Development and Practice 

Teacher professional development emerged as another critical bottleneck. While participation in training 

programs was high, the relevance and continuity of such trainings were limited. Only a fraction of teachers 

reported being able to apply training content directly in their classrooms, indicating a disconnect between 

training design and classroom realities. The absence of ongoing, school-based coaching prevents teachers 

from consolidating new pedagogical skills. This resonates with findings from Darling-Hammond (2017), 

who emphasizes the need for sustained, practice-based professional development over short, workshop-style 

interventions. In Bihar, institutionalizing mentorship models—where resource persons or experienced 

teachers provide continuous guidance—could enhance training effectiveness. 

6.4 Resource Delivery and Infrastructure Constraints 

Delayed delivery of textbooks, teaching aids, and supplementary materials was a recurrent issue, pointing to 

weaknesses in supply chain and fiscal management systems. The study found that such delays directly 

affected the continuity of instructional activities and the ability to implement new pedagogical strategies. In 

many rural schools, the lack of timely materials reinforces rote-based teaching, as teachers lack the 

resources to facilitate activity-based learning. Effective execution therefore depends not only on teacher 

capacity but also on the reliability of logistical and financial systems—a factor often underestimated in 

education policy implementation discourse. 

6.5 Monitoring, Incentives, and Accountability 

The monitoring culture in Bihar’s education system remains largely procedural and compliance-oriented. 

While data are regularly collected, their use for pedagogical improvement is minimal. Meetings and reports 

often focus on infrastructure or attendance rather than learning outcomes. This compliance-driven approach 
discourages innovation and fosters a “tick-box” mentality among teachers and administrators. As Sabatier 

and Mazmanian (1980) highlight, successful policy implementation requires adaptive feedback systems that 

link monitoring data to decision-making and capacity-building—not merely to control mechanisms. 

Developing a monitoring framework that privileges instructional quality and learning outcomes over 

bureaucratic formality could narrow the execution gap substantially. 

6.6 Socio-Cultural and Community Dimensions 

Community involvement, though visible in school management committees (SMCs), remains limited in 

pedagogical oversight. Many community members view their role as infrastructural—supporting school 

repairs or enrollment drives—rather than instructional. This weakens accountability for learning outcomes. 

Strengthening community literacy around educational goals and empowering SMCs to engage with teaching 

and learning indicators could enhance local ownership and accountability. This aligns with global evidence 

suggesting that participatory accountability systems yield better outcomes when communities are trained to 

monitor learning processes rather than inputs alone. 

6.7 Integrating Findings with Conceptual Framework 

The multi-level conceptual framework used in this study—linking policy design, administrative structure, 

and classroom practice—helps explain the interdependencies observed. When any one link in this chain 

(e.g., resource flow, training follow-up, or monitoring) weakens, the entire system’s coherence suffers. The 

findings affirm that policy implementation should be viewed as a systemic process rather than a linear 

cascade. Aligning the goals and capacities of each level—state, district, block, and school—is essential for 

sustained change. Moreover, feedback loops must be institutionalized so that classroom realities 

continuously inform policy adjustments. 

6.8 Toward a Capacity-Based Implementation Approach 

The evidence calls for a paradigm shift from compliance-based implementation to capacity-based 

implementation. Instead of relying on directives and inspections, the system should invest in building the 

instructional leadership of middle managers, enabling school-embedded coaching, and establishing timely 

feedback systems based on learning data. This approach would create a culture of professional trust and 

accountability focused on outcomes rather than procedures. The emerging “school as a learning 

organization” model, as advocated by UNESCO (2017), offers a promising lens for such reform in Bihar. 

6.9 Implications for Policy and Practice 

1. Operational Clarity: Translate policy goals into clear, actionable implementation toolkits for 

teachers and administrators. 

2. Middle-Level Strengthening: Reorient BEOs and cluster-level officers as instructional leaders 

through targeted leadership development. 
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3. Continuous Professional Development: Replace episodic workshops with school-based mentoring 

and peer-learning models. 

4. Timely Resource Flow: Digitally track resource allocation and delivery to ensure real-time 

accountability. 

5. Outcome-Oriented Monitoring: Link monitoring to student learning metrics and classroom 

processes, not just compliance indicators. 

6. Community Empowerment: Train SMCs and parents to engage with learning indicators, fostering 

bottom-up accountability. 

Ultimately, the execution gap in Bihar reflects both systemic and behavioral challenges. The findings 

demonstrate that effective policy implementation requires more than policy intent—it requires capacity, 

coherence, and culture. Strengthening institutional mechanisms, aligning incentives with learning outcomes, 

and embedding continuous support structures for teachers can transform Bihar’s classrooms from 

compliance-driven spaces into genuine centers of learning. Bridging the execution gap is thus not only an 

administrative necessity but a moral imperative for equitable educational development. 

7. Further Projection 

Building upon the findings of this study, the future of education reform in Bihar must focus on bridging 

structural and behavioral gaps that hinder policy translation. As Fullan (2007) emphasizes, educational 

change is a continuous learning process rather than a one-time reform. Bihar’s education system, therefore, 

needs an adaptive implementation model—one that allows for experimentation, local innovation, and real-

time feedback from classrooms. 

Future reforms should prioritize: 
1. Institutionalizing School-Based Support Systems: Inspired by Darling-Hammond (2017), Bihar 

could develop an ongoing professional development model centered on school-based mentoring, 

peer observation, and reflective teaching. This would help shift teacher training from episodic 

workshops to embedded practice. 

2. Strengthening Middle-Level Leadership: Echoing Mukundan (2018) and Singh (2021), district 

and block officers should be equipped as instructional leaders rather than administrative enforcers. 

Investing in their pedagogical capacity and decision-making autonomy can ensure that policies are 

meaningfully adapted to local contexts. 

3. Integrating Monitoring with Learning Outcomes: Following Crouch and DeStefano (2017), 

Bihar must move from input-driven to outcome-based systems by linking administrative reviews to 

student learning data. Real-time monitoring dashboards and evidence-based evaluations could 

enhance accountability. 

4. Encouraging Teacher Agency: Consistent with Spillane, Reiser, and Reimer (2002), teachers 

should be treated as sense-makers and co-constructors of policy rather than passive implementers. 

Policies that encourage teacher-led innovation, peer collaboration, and classroom autonomy will 

yield sustainable improvements. 

5. Promoting Contextualized Policy Experimentation: As Kingdon and Muzammil (2014) note, 

policy outcomes in India are often shaped by political and administrative realities. Pilot-based 

experimentation—where small-scale, context-specific models are tested before scaling—can 

mitigate this challenge in Bihar’s diverse socio-economic landscape. 

In the next phase, mixed-method longitudinal studies can assess how policy adjustments—especially in 

professional development, monitoring, and leadership—translate into measurable learning outcomes. 

Strengthening partnerships between state agencies, teacher education institutions, and local communities 

will also be essential for creating an integrated, learning-focused education ecosystem. 

8. Conclusion 

The study highlights that the execution gap in Bihar’s education system arises from a confluence of 

systemic, administrative, and pedagogical factors. While policies are ambitious and well-intentioned, their 

translation into classroom practice is impeded by ambiguous operational guidelines, resource delivery 

delays, limited administrative capacity, and a compliance-oriented culture. 

Drawing on the theoretical foundations of Pressman and Wildavsky (1973) and Sabatier and 

Mazmanian (1980), the findings reaffirm that effective policy implementation requires clarity of purpose, 

sufficient resources, and strong local institutions. The “ambiguity–conflict” dynamics described by 

Matland (1995) are vividly evident in Bihar, where high policy ambition collides with weak execution 
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structures. Similarly, as Kingdon and Muzammil (2014) argue, the political economy of education—

especially issues related to teacher management and bureaucratic accountability—remains a significant 

determinant of reform success. 

However, the research also identifies actionable levers for change. Strengthening the pedagogical capacity 

of teachers and middle managers, ensuring timely resource flows, and shifting monitoring from 

compliance to learning orientation can narrow the execution gap. Darling-Hammond’s (2017) insights 

on effective teacher development and Fullan’s (2007) framework of systemic coherence underscore that 

sustainable reform must balance structure with human capacity and motivation. 

Ultimately, bridging the policy–practice divide in Bihar requires a culture of continuous learning—one 

where teachers, administrators, and policymakers engage in mutual feedback and shared responsibility for 

outcomes. Moving from a command-driven to a capacity-driven system will enable Bihar’s schools to 

evolve into spaces where policy intent truly transforms into learning impact. 

As Banerji (2021) reminds us, the real test of education reform lies not in the number of schools built or 

training sessions conducted, but in what happens inside the classroom. Therefore, the journey ahead for 

Bihar must focus on transforming classrooms into dynamic learning environments where every policy 

decision finds its most meaningful expression—in the engagement, curiosity, and learning of every child. 
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