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ABSTRACT 
In Indian education, NEP 2020 focuses on the integration of experiential pedagogy as a core 
component of curriculum reform. The success of any innovative pedagogy practice depends 
highly on the readiness and preparedness of teachers to understand it, internalize it, and 
implement it in their classrooms. The present study was conducted to measure teachers’ stages 
of concern in the context of experiential pedagogy and also identify the dominant concerns of 
its adoption, which may either hinder or facilitate it. The Concern-Based Adoption Model 
(CBAM) was used as a guiding framework. The data was collected through a quantitative 
descriptive survey design from 55 secondary school teachers working in government and 
private institutions of Uttar Pradesh. Hall and Hall (2011) developed the Stages of Concern 
Questionnaire (SOCQ), which was linguistically adapted to suit the experiential pedagogy, 
while maintaining the original structure of seven concern stages: awareness, informational, 
personal, management, consequence, collaboration, and refocusing. Descriptive statistics were 
used for the data analysis. A distinct Early-Phase Concern Profile was revealed in the findings. 
The findings showed that teachers had moderate awareness, high informational, and high 
management concerns, indicating that they were interested in understanding experiential 
pedagogy, but at the same time, they felt unsure and anxious about how to implement it in their 
classrooms. A moderate level of personal concerns of teachers reflected their low self-
confidence and mixed feelings about role adequacy. However, consequence and collaboration 
concerns were low, indicating teachers had not yet reoriented their focus towards student 
impact or teamwork. The refocusing stage was observed as the lowest concern, signifying 
minimal inclination toward innovation or pedagogical refinement beyond policy expectations. 
Comprehensively, Teachers were in the early phase of innovation adoption, reflected by the 
concern pattern under the CBAM. Though they were operationally constrained, but 
conceptually optimistic. Teachers understand the concept of experiential pedagogy, but they 
are struggling with its actual implementation in their real classrooms. So, Teachers are 
enthusiastic but inexperienced. The study concludes that to help teachers progress towards 
higher and impact-driven stages of concern and to realize NEP 2020’s experiential learning 
vision in practice, they need focused orientations, continuous mentoring and resource support 
from institutions. 

Keywords: CBAM; Experiential pedagogy; Innovation adoption; NEP 2020; Science 
education; Teachers’ concerns and readiness. 

INTRODUCTION 
In Indian education, one of the highly ambitious reform initiatives is the New Education Policy 
2020 (NEP 2020), which advocates for a major transformation from rote memorization to 
experiential and activity-based learning. It conceptualizes a system of holistic, integrated, 
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enjoyable, and engaging learning. Experience and hands-on-based learning prioritise more than 
rote and traditional learning (Government of India, 2020). For a long time, experiential learning 
has been known as a core aspect of meaningful learning, emphasizing learning via direct 
experiences, active participation, and reflection, not just rote and passive knowledge 
transmission. Firstly, John Dewey explored the concept of the experiential learning cycle, 
which was later formalised by Kolb in 1984. There are four stages included in the experiential 
learning cycle, i.e. concrete experience, reflective observation, abstract conceptualization, and 
active experimentation. It offers a comprehensive pedagogical framework for aligning theory 
with practice (Kolb & Kolb, 2008). Deeper conceptual understanding, learner autonomy, and 
critical thinking are promoted by this approach, which are crucial outcomes of 21st-century 
education (Beard & Wilson, 2018; Hake, 2019). 
Through the lens of science education, experiential pedagogy facilitates in-depth conceptual 
understanding, critical thinking, and long-term learning. Although NEP 2020 vision also 
focused on learner-centred education, teachers play a significant role in implementing the 
policy’s principles in classroom practice. According to Hall & Hall 2011 and George et al. 
2006, the success of any pedagogical transition highly depends on how a teacher understands, 
views, and effectively incorporates changes into their classroom practices. Several related 
studies have shown that pedagogical innovations succeed or fail based on preparedness, beliefs, 
and perceived self-efficacy of the teacher (Trapani & Annunziato, 2021). 
Evidence-based studies have consistently demonstrated that teachers often encounter structural 
and psychological difficulties when they are attempting to implement experiential learning-
based instructions in their classrooms. Large class sizes, rigorous schedules, and resource 
constraints frequently hamper creative classroom experimentation (Apau, 2021; Mushi et al., 
2025). 
Additionally, teachers often express uncertainty regarding planning, evaluating, and managing 
experiential activities. They suggest that before expecting behavioural change, their 
professional issues must be understood systematically. In the Indian classroom context, the 
ongoing learning divide between policy expectations and classroom realities highlights the 
need to evaluate the readiness and concern patterns of the teachers. 

THEORETICAL JUSTIFICATION 
This present study is conceptually framed around the Concerns-Based Adoption Model 
(CBAM) developed by Hall and Hord (2011), which conceptualizes teacher adoption of 
innovation as a developmental process. CBAM identifies seven stages of concern- Awareness, 
Informational, Personal, Management, Consequence, Collaboration, and Refocusing, ranging 
from self- to impact-oriented focus. This model provides an empirically validated lens for 
evaluating how teachers perceive, respond to, and internalize educational innovations. These 
perceptions are quantified by the Stages of Concern Questionnaire (SoCQ), that provide 
opportunities to researchers to create “concern profiles”. The concern profile provides 
information on which phase teachers are in the adoption process (George, Hall, and 
Stiegelbauer, 2006). 
Previous applications of CBAM implementations have demonstrated efficacy in a variety of 
reforms, including instructional-design initiatives in the United States (Trapani & Annunziato, 
2021), technology-enhanced learning in Europe (Ioannou, 2020), competency-based curricula 
in Asia (Zhao, 2024), and teacher professional-development programmes in Africa (Mushi et 
al., 2025). Prior multiple studies have documented that teachers’ informational, personal, and 
management concerns are most dominant during early adoption, while higher-order concerns 
(consequence, collaboration, refocusing) become apparent only through adequate training and 
supportive infrastructure.  
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For designing focused professional-development interventions and training programmes, 
firstly, it is crucial to understand the concerns of teachers. If teachers remain at lower levels of 
concern, reforms risk being adopted superficially, as Olson et al. (2020) defined "doing without 
knowing." Mapping these concerns gives policymakers and teacher educators diagnostic 
insight into how to better connect training, mentoring, and resource allocation with teachers' 
actual needs.  
Additionally, the comparison of Indian teachers’ concern profiles with global evidence brings 
light on how different types of contextual variables like leadership, resources and cultural 
dynamics influence the pedagogical trajectories (Apau, 2021; Zhao, 2024; Mushi et al., 2025). 

RESEARCH QUESTIONS 
1. What stages of concern do teachers exhibit regarding experiential pedagogy? 
2. Which stages are the most prominent (awareness, collaboration, consequence, 
informational, management, personal, refocusing)? 

OBJECTIVES  
1. To assess teachers’ stages of concern towards experiential pedagogy. 
2. To identify dominant stages of concerns that may hinder or promote the adoption process. 

LITERATURE REVIEW 

Theoretical Foundation of Experiential Learning 
Philosophy of experiential learning is rooted in Jean Piaget’s constructivism and John Dewey’s 
pragmatism, both of these focusing on learning via reflection and interaction. Dewey’s 
approach focused on inquiry-based experience while Piaget highlighted the cognitive shifts 
takes place by active participation. Building on the work of Dewey and Piaget, Kolb and Kolb 
(2008) introduced Experiential Learning Theory (ELT), which describes learning as a 
continuous four-stage cycle including concrete experience, reflective observation, abstract 
conceptualization, and active experimentation. This iterative process ensures that when 
students incorporate experience and reflection, learning takes on a meaningful quality. ELT 
has been used in various fields like management, psychology, and Science education due to its 
versatile nature. Bartle (2015) suggests that experiential learning goes beyond academic 
knowledge to build versatile skills like collaboration, critical thinking, flexibility and 
adaptability. Parahakaran (2017) expands this further by considering experiential learning as a 
holistic process that includes ethical and emotional development. These ideas are particularly 
relevant to science education because they align with inquiry-based learning and reflect the 
investigative nature of the field. 

Experiential Pedagogy in Science and STEM Education 
A substantial body of literature highlights the importance of experiential pedagogy in 
enhancing student engagement and strengthening conceptual understanding in science 
education. McPherson-Geyser, de Villiers, and Kavai (2020) reported that the students of Life 
Sciences who participated in hands-on learning activities showed greater conceptual 
comprehension and motivation compared to those students which taught through conventional 
instructional methods. However, they emphasized that reflective scaffolding is essential to 
avoid superficial learning outcomes. Similarly, in a review of two decades of educational 
interventions, Masyitha et al. (2023) observed that experiential learning strategies significantly 
promote problem-solving abilities, scientific process skills, and learner autonomy but are often 
hindered by time constraints and inadequate assessment systems. Likewise, Syafriani, Putra, 
and Kusumawati (2025) examined STEM classrooms and confirmed the cognitive advantages 
associated with experiential learning, but also stressed while noting that its long-term 
sustainability relies heavily on teacher preparedness and institutional backing. Supporting these 
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findings, a meta-analysis conducted by Burch et al. (2019) also revealed a strong positive 
relationship between experiential pedagogy and academic performance, with the outcomes 
influenced by the level of teacher expertise and the quality of implementation. Collectively, 
these findings indicate that although experiential learning is a highly effective pedagogical 
approach, its successful application requires strong pedagogical skills and thoughtful reflective 
facilitation to achieve meaningful educational outcomes. 

Teacher Readiness and Perceived Concerns 
Teachers are the linchpin of educational reform. While policies may promote innovation, 
successful implementation depends on teachers’ readiness to embrace change. Across contexts, 
educators express both enthusiasm and apprehension toward experiential methods. Apau 
(2021) found that Ghanaian teachers valued technology-supported learning but struggled with 
logistics and unclear role expectations. Similarly, Mushi, Mtitu, and Sakile (2025) observed 
Tanzanian teachers endorsing competency-based curricula while facing material and time-
related management issues.  
In the context of India, a similar gap between reform aspirations and classroom realities is 
shown in the policies and institutional documents. The New Education Policy 2020 is focused 
on experiential and learner-centred pedagogy. For the effective and successful implementation 
of these innovative pedagogies, teachers need sustainable professional development. To 
transform policy’s vision into the real classroom practice, the NCERT guidelines for 
Continuous Professional Development focus on the requirement of pedagogical support, 
ongoing orientation, and mentoring (NCERT, 2022). Similarly, workload pressures, lack of 
resources, and institutional readiness are identified in the NIEPA document named 
Implementation Strategies for NEP 2020 as key and systemic challenges for the effective 
implementation (NIEPA 2020). 
To empower teacher capacity in India, non-governmental organisations also play a significant 
role in addition to governmental efforts. For pedagogical improvements in education, the Azim 
Premji Foundation prioritises school-based support, continuous professional development 
programmes, and reflective practices in reports as essential conditions for teachers (Azim 
Premji Foundation, n.d.). These institutes highlight the broader ecosystem of support required 
for teachers to engage meaningfully with pedagogical reforms in their reports, but do not 
constitute empirical assessments of teacher concerns. Conclusively, it shows that teachers’ 
readiness is a gradual developmental process for experiential pedagogy that is influenced by 
teacher concerns instead of an immediate result of policy mandates. Teachers try to implement 
educational reforms in their classrooms but are not able to properly impose it due to 
operationally constrained by contextual and institutional factors. The concept of gradual 
development of readiness and concern can be well explained by the Concerns-Based Adoption 
Model (CBAM). The CBAM conclude that there are several changes during the gradual 
development of readiness; the teachers slowly shift their focus from their own concerns on 
adoption of innovative pedagogy to concentrating on the broader impact of the changes (Hall 
& Hord, 2011). 

The Concerns-Based Adoption Model (CBAM) 
The CBAM developed by Hall and Hord (2011) is categorised into seven stages of 
developmental processes of innovation adoption, these stages are Awareness, Informational, 
Personal, Management, Consequence, Collaboration, and Refocusing. Every stage of CBAM 
shows a gradual shift from self-oriented questions (“What is this innovation?”) to student-
centred reflections (“How does this improve learning?”). George, Hall, and Stiegelbauer (2006) 
constructed the Stages of Concern Questionnaire (SoCQ) to operationalize the seven stages of 
CBAM to map individual or group concern profiles. 



Omniscient 
(An International Multidisciplinary Peer Reviewed Journal) 
Vol 4 Issue 1 Jan-Mar 2026 EISSN: 2583-7575 
 

18 
 

Previous studies also support and validate the cross-cultural relevance of CBAM. In a study, 
Trapani and Annunziato (2021) reported that U.S. teachers exhibited high informational and 
personal concerns if they implemented the innovative pedagogy via Understanding by Design. 
Similar patterns were observed by Ioannou (2020) in his study in European technology 
adoption. However, Zhao (2024) in China and Mushi et al. (2025) in Tanzania observed that 
management concerns were most common due to heavy workload and limited resources. 
Conversely, Olson, Reinke, and Malone (2020), in their findings, show advancement toward 
collaboration and refocusing stages by mentoring or structured institutional support. So these 
findings can conclude that teacher readiness and guiding targeted professional development 
across educational settings can be assessed by the diagnostic framework of CBAM’s 
effectiveness. 

The Indian Scenario and the Emerging Research Gap 
The theoretical foundations of experiential learning were articulated by Dewey and Piaget, who 
were latterly synthesized by Kolb and Kolb's (2008) Experiential Learning Theory (ELT). Most 
of the previous studies highlight the pedagogical effectiveness instead of investigating the 
conditions required for its effective implementation. Although studies by McPherson-Geyser, 
de Villiers, and Kavai (2020), Masyitha et al. (2023), and Burch et al. (2019), support the 
favourable influence of experiential pedagogy on learners' conceptual comprehension, 
motivation, and process skills, these studies primarily focus on learner outcomes and frequently 
miss the teacher's function as a facilitator of experience processes. 
Studies by Apau (2021) and Mushi, Mtitu, & Sakile (2025) found that although teachers have 
conceptual knowledge about the experiential and competency-based reforms, they face several 
contextual challenges, such as limited resources, inadequate training, and time constraints.  
These findings support that both altitudinal and practical teacher readiness are critical for 
innovative pedagogy adoption. Moreover, the present studies mainly focused on Western or 
African educational contexts, while there is very limited attention to the Indian setting, 
especially in the context of the National Education Policy (NEP) 2020, which clearly advocates 
experiential pedagogy in school education. 
Although the CBAM by Hall & Hord (2011) provides a robust framework to assess teachers’ 
developmental stages of concern toward innovations and its application in studying experiential 
pedagogy adoption, within the Indian context, the use of the CBAM remains very limited. 
There are a few studies that systematically assessed how Indian science teachers adopt 
experiential learning approaches in the context of their experience and interpretation under 
NEP-driven reforms. Additionally, the intersectionality of CBAM and experiential pedagogy 
remains largely unexplored in the context of Indian empirical research.  
Therefore, there is a significant lacuna in conceptualizing the teachers’ readiness, perceptions, 
and concern profiles regarding experiential pedagogy in the realm of science education. 
Bridging this research gap not only provides theoretical integration between CBAM and 
experiential pedagogy but also fills gaps of meaningful insights for designing targeted 
professional development programs that support sustainable pedagogical transformation. 

METHODOLOGY 
A CBAM guided quantitative descriptive survey was conducted to assess the teachers’ concerns 
for the adoption of experiential pedagogy. 

Participants 
In this study, we have done purposive sampling among 55 secondary school science teachers, 
and participants are chosen based on specific criteria such as prior orientation to NEP 2020 
reforms and a minimum of one year of teaching experience in science subjects (Classes VIII–
X). These types of criterion-based sampling ensured that participants were pertinent to the 
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study context. Studies support that sample size is in line with methodological practices that use 
the such Stages of Concern Questionnaire (SoCQ) and Concerns-Based Adoption Model 
(CBAM), where small to moderate samples are frequently used to produce meaningful concern 
profiles (George et al., 2006; Hall & Hord, 2011). So, the chosen sample is sufficient for 
identifying patterns of teacher concerns within the defined context. 

Research Instrument 
An adopted version of the Stage of Concern Questionnaire (SoCQ) was used for data collection, 
which is developed by Hall, George, and Rutherford (1979) and refined by George, Hall, and 
Stiegelbauer (2006). The SoCQ consists of 35 items, and all items are equally distributed across 
the 7 stages. All 35 items were rated on a 5-point Likert scale, in which 0 indicates Irrelevant 
concern, and 4 indicates High concern. The SoCQ was chosen due to its strong validity and 
reliability in educational innovations like technology integration and pedagogical reforms 
(Trapani & Annunziato, 2021; Apau, 2021; Zhao, 2024). In accordance with the fundamental 
principles of the experiential pedagogy and goals of NEP 2020, linguistic modifications such 
as innovation term replace by experiential pedagogy were made for situational applicability. 
For clarity and cultural appropriateness, pilot testing was conducted with 10 teachers. 

Data Collection Procedure 
Data collection was done through filling out the Google Form questionnaire via email and 
social media. Participants' electronic consent was ensured. The duration of data collection was 
between September and October 2025. 

Data Analysis 
To assess the levels of concern of the teachers across the seven stages, data were collected 
through the adapted SoCQ-Experiential Pedagogy and were analysed using descriptive 
statistics. To establish the intensity and variability and offer a nuanced understanding of 
awareness, readiness, and implementation challenges of teachers, the values of mean and 
standard deviation were calculated. An Early-phase concern trend with the CBAM is illustrated 
in a stage profile graph and also reflects dominant informational and management concerns. 
The graph also proposes that although teachers have limited actionable readiness for 
experiential pedagogy, they are conceptually very interested.  

Validity and Reliability 
Four experts evaluated the validity of the tool. Incorporating experts' feedback to enhance 
wording precision and avoid ambiguities, minor revisions were made. Cronbach’s Alpha was 
used to determine the reliability of the tool. An overall coefficient value of the tool is 0.70, and 
the value of stage-wise is ranging from 0.792 to 0.897, which evidences internal consistency 
of the tool is good to excellent. The highest reliability was observed for the Management stage 
(α = 0.897) and the lowest for Collaboration (α = 0.792). These results confirm that the tool is 
both valid and reliable for assessing teachers’ concerns regarding experiential pedagogy under 
NEP 2020. 

RESULTS 
The Adapted Stages of Concern Questionnaire (SoCQ–Experiential Pedagogy) comprised 35 
items categorised into seven stages- Awareness, Informational, Personal, Management, 
Consequence, Collaboration, and Refocusing. Each stage contained five items rated on a five-
point scale (0 = Irrelevant concern to 4 = High concern). 

Objective 1: To Measure Teachers’ Stages of Concern Regarding Experiential Pedagogy. 
To achieve this objective, the mean and standard deviation of each concern stage were 
calculated to evaluate the relative intensity of teachers’ concerns across the seven stages of the 
CBAM: Awareness, Informational, Personal, Management, Consequence, Collaboration, and 
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Refocusing. As shown in Table 1, teachers exhibit the highest concern levels in the 
Informational (M = 3.37) and Management (M = 3.18) stages, while the lowest concern was 
reported in the Refocusing stage (M = 1.01). The teachers are conceptually keen to understand 
experiential pedagogy, but they are opaque how to execute it in the real classroom setting, as 
reflected by this pattern, which highlights an early phase adoption profile. 
Table 1: Mean and Standard Deviation of Teachers’ Concern Stages Regarding 
Experiential Pedagogy- 
Stage of Concern Mean (M) SD Level of Concern 
Awareness 2.02 0.54 Moderate 
Informational 3.37 0.48 High 
Personal 2.39 0.50 Moderate 
Management 3.18 0.57 High 
Consequence 1.50 0.53 Low 
Collaboration 1.28 0.47 Low 
Refocusing 1.01 0.55 Very Low 

 
The data reflect that the Informational and Management stages are the primary conerns of the 
teachers, which showing their interest or curiosity about “what” is experiential pedagogy is and 
fear or anxiety about “how” to execute it in the real classroom. These concern stages align to 
the CBAM’s self-and task-oriented phases, which reflecting that teacher’s are in the initial or 
early pedagogical adoption stages. The Awareness and Personal concerns levels are moderate, 
which indicate an emerging awareness of experiential pedagogy’s importance but lack of self-
confidence in its classroom implementation. However, Consequence, Collaboration, and 
Refocusing stages levels are low, which reflect that teachers have not yet redirected their 
attention to evaluating student’s outcomes, engaging in professional collaboration, or 
innovating beyond the prescribed framework.  
Concern Profile 
Figure 1. Teachers’ Stages of Concern Profile Regarding Experiential Pedagogy 

 
 
Concern profile demonstrating mean stage scores across the seven stages of the SoCQ-
Experiential Pedagogy. In the graphical concern profile (Figure 1), the Informational and 
Management stages are at their peak but continuously waning through Consequence, 
Collaboration, and Refocusing, which shows a distinct early-phase concern pattern. This 
pattern corresponds to the self-and task-oriented stages of the CBAM. 
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Objective 2: To Identify Dominant Concerns that may Hinder or Promote Adoption. 
In order to examine this objective and identify which concern stages serve as the facilitating 
and hindering factors in adopting experiential pedagogy, the mean scores were rank-ordered. 
The mean scores were rank-ordered to determine which stages of concern serve as facilitating 
and hindering factors in adopting experiential pedagogy. The results, displayed in Table 2, show 
that the Informational and Management stages are most dominant, representing a dual 
condition of enthusiasm and constraint. 
Table 2: Rank Order and Interpretation of Teachers’ Concern Stages Regarding 
Experiential Pedagogy 
Stage of 
Concern 

Mean 
(M) 

Rank Nature of 
Concern 

Interpretation 

Informational 3.37 1 High – 
Facilitating 

Teachers are eager to learn about 
experiential pedagogy and understand 
its process. 

Management 3.18 2 High – 
Hindering 

Teachers are anxious about classroom 
management, resources, and evaluation 
logistics. 

Personal 2.39 3 Moderate – 
Hindering 

Teachers feel uncertain about personal 
competence and confidence. 

Awareness 2.02 4 Moderate – 
Neutral 

Teachers have basic awareness but 
limited engagement in practice. 

Consequence 1.50 5 Low – 
Limiting 

Teachers are not yet focusing on 
student outcomes or pedagogical 
impact. 

Collaboration 1.28 6 Low – 
Limiting 

Minimal peer collaboration or 
teamwork in implementing experiential 
pedagogy. 

Refocusing 1.01 7 Very Low – 
Limiting 

Teachers are not yet considering 
innovation or improvement beyond 
policy expectations. 

 
The high level of Informational stage concern indicated that teachers are theoretically or 
conceptually prepared and motivated to understand experiential pedagogy, constituting a 
facilitating factor for adoption. In contrast, high Management concern reveals implementation 
challenges like a lack of adequate resources, heavy workloads, and time constraints, which 
serve as hindering factors to implementation. Collectively, these patterns show that teachers 
are in the process of an interim phase between conceptual acceptance and actual application. 
The high Informational and Management concerns jointly indicate that teachers are in 
inexperienced but very interested.  

DISCUSSION 
The present study evaluated the concerns in the adoption of experiential pedagogy by the 
secondary school teachers in Uttar Pradesh. The Concern-Based Adoption Model (CBAM) was 
used for the interpretation. Considering all the dimensions, concern pattern demonstrated high 
at informational (M=3.37), and management (M=3.18), moderate at awareness (M=2.02) and 
personal (M=2.39), and reported low at consequence (M=1.50), collaboration (M=1.28), and 
refocusing (M=1.01), which shows the self and task- Oriented stages, indicative of the early 
phase of innovation adoption (Hall & Hord, 2011; George et al., 2006). The concern pattern 



Omniscient 
(An International Multidisciplinary Peer Reviewed Journal) 
Vol 4 Issue 1 Jan-Mar 2026 EISSN: 2583-7575 
 

22 
 

highlights that although teachers are conceptually aware and familiar with experiential 
pedagogy, they face difficulties in practically implementing it in their classrooms. 
Teachers’ informational concern reflects that they are interested, excited, and open to learning 
about the theoretical and practical aspects of experiential pedagogy, which includes 
instructional design and classroom relevance. Magallanes (2022) among Filipino teachers and 
Apau (2021) among Ghanaian teachers observed similar patterns, and their studies highlighted 
the openness with a lack of enough practical clarity, a marker of the early awareness-
informational phase of CBAM. 
Simultaneously, some studies of non-Western contexts also support these findings, such as 
according to Mushi, Mtitu, and Sakile (2025), resource constraints and workload pressures 
created major management issues for Tanzanian teachers in implementing the competency-
based curricula. It suggests that these concerns are common in the early phases of pedagogical 
changes rather than being context-specific. Comparable limitations have been found in the 
previous studies of experiential-based learning across science and technology education (Beida 
et al., 2023; Enhancing Access to Experiential Learning in Science, 2021). 
Additionally, Personal concerns are marked at a moderate level, which highlights that effective 
implementation of experiential pedagogy-based approaches in the classrooms, teachers showed 
self-doubt about their practical abilities. This is supported by the previous CBAM based 
researches, which highlights the impact of self-efficacy of teachers on the adoption of 
innovations (Hall & Hord, 2011; Measuring Instructional Change using CBAM, 2019). 
However, concerns of consequence, collaboration, and refocusing were low, which reflects that 
teachers are primarily concerned with how to implement experiential pedagogy in classrooms 
rather than assessing its effectiveness. Teachers progressively move towards higher stages like 
collaboration and refocusing with the help of sustained mentoring and institutional support 
(Olson, Reinke, and Malone, 2020). These comparisons support the CBAM (Concerns-Based 
Adoption Model) suitability as a strong framework for understanding the teachers readiness in 
diverse educational contexts. 
 Similar Early-stage apotion patterns have been noted worldwide (Kolb & Kolb, 2008; 
Magallanes, 2022; Apau, 2021). This finding reflects that to facilitate teachers’ progress from 
understanding experiential pedagogy approaches to integrating and refining them into their real 
classroom settings, continuous mentoring and adequate support from institutions are necessary. 

POLICY AND PRACTICE IMPLICATIONS 
The findings provide practical recommendations and insights for policy and professional 
development under the New Education Policy 2020. As reflected in high informational 
concern, teachers are eager to learn, and this eagerness should be channelled through skill-
based training and well -structured orientation. According to Hall and Hord (2011), conceptual 
clarity to classroom application can support progressive adoption rather than stage-specific 
capacity-building. Institution leaders must provide and ensure structural flexibility by 
providing adequate resources, reorganised timetables, and collaborative lesson planning to 
alleviate management concerns (Kolb & Kolb, 2008; Enhancing Access to Experiential 
Learning, 2021). To institutionalize its practice, experiential pedagogy should be incorporated 
into appraisal and curriculum frameworks. 
Collaboration and refocusing concerns were reported as low, which emphasises the necessity 
for professional learning networks that promote collaborative lesson planning, peer feedback, 
and reflection (Perceptions on Behavioural & CBAM-based Change, 2017).  
Low collaboration and refocusing concerns highlight the need for professional learning 
communities that foster shared lesson planning, peer feedback, and reflection (Perceptions on 
Behavioural & CBAM-based Change, 2017). Research affirms that ongoing mentoring 
networks and experiential learning reviews strengthen lasting pedagogical change 
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(Applications of Experiential Learning in Science, 2022; Assessing Experiential Learning, 
2021). 
Overall findings indicate that teachers in Uttar Pradesh are in the intermediate phase of 
adoption, conceptually convinced but operationally limited.  Instead of one-time training or 
workshop sessions, which are not enough for genuine reform, it needs continuous, context-
sensitive mentorship. When systematic rigidity transforms into supportive flexibility, teachers 
can be in a better position through the CBAM stages. In such settings, experiential learning can 
be transformed into the real classroom setting from a vision of policy, which is directly aligned 
with the NEP 2020’s goals. 

CONCLUSION 
Teachers’ stages of concern regarding experiential pedagogy were explored by this study, using 
the adopted Stages of Concern Questionnaire (SOCQ-Experiential Pedagogy) within the 
framework of NEP 2020. An early-phase concern pattern was reported. This indicates that 
while teachers understand the value of experiential pedagogy, they remain uncertain about its 
practical application. 
A gap between NEP 2020’s vision regarding experiential learning and the classroom readiness 
of teachers is reflected by findings. Teachers show interest, eagerness, and willingness to learn 
about experiential pedagogy, but they struggle with inadequate resources, time management, 
and restricting their move toward collaborative and innovative practices. 
To fill this gap, for conceptual clarity and practical modelling of experiential strategies, targeted 
capacity-building, mentoring, and training programs should be prioritised. Accessibility of the 
resources, flexibility, and professional collaboration are prerequisites as a support system from 
the institution for the sustainable adoption of experiential pedagogy. 
In spite of its contributions, the small, context-specific sample size and cross-sectional 
approach of the study limit its generalization. In summation, the findings reveal that teachers 
are eager to learn but not yet transformed. The NEP 2020 experiential learning goal can 
transform from a policy endeavour to the classroom reality via sustained mentoring and 
systemic support of the institution. 
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