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About the publication

The launch of the journal 'Voices of Teachers and Teacher Educators' is an initiative of

the Ministry of Human Resource Development (MHRD) to highlight the vital role of

teacher education in India, as the country is poised to provide quality education to all  its

children, irrespective of gender, caste, creed, religion and geographies under the Right

of Children to Free and Compulsory Education Act (RtE), 2009. The large influx of teachers

necessitated under RtE represents the biggest opportunity to bring fresh life into schools

for decades to come. The challenge is to enhance the role of teachers in shaping the

social transformation India is witnessing, as well as have a long lasting impact on the

quality of education, also making it significantly more equitable. Teachers and all those

in the system need to recognize that their ownership and voices are important and that

they can and do learn not only from their own experiences but also from each other

through collective reflection and analysis. The publication attempts to lend voice to

teachers, their educators, researchers, administrators and policy makers in the varied

institutions: Schools, CRCs, BRCs, DIETs, IASEs, CTEs, SCERTs etc., and make visible

their engagement in accomplishing extraordinarily complex and diverse tasks that they

are expected to perform. Contributions are welcome both in English and Hindi and

there are plans to produce the journal in a multilingual format in the near future.

Call for contributions

This publication is for all of us: teachers, teacher educators, administrators, researchers
and policy makers. It is to provide a platform and also to build a network for our voices,
ideas and reflections. Since the idea is to make this journal reflect all our  voices it would
only fulfill its purpose, if we contribute to it in as many ways as we can. We look
forward to all of you contributing with your experiences, questions, suggestions,
perspectives as well as critical comments on different aspects of teacher education and
schooling. This could also be through comments and reflections on the current issue.
Your contribution could be in the form of articles, reports documents, pictures, cartoons
or any other forms of presentation that can be printed. We look forward to your inputs
to make this journal truly reflective of our voices. It is proposed that this  be a quarterly
publication. We would like to receive contributions for the next issue by 15th April,
2012. We also look forward to comments and suggestions for improvements of the
publication to make this a participative endeavor and improve its quality.
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Voices of Teachers and Teacher Educators

Editorial

There have been some remarkable developments in education in India in the millennium’s first decade.
The 86th Constitutional Amendment in 2002, the National Curriculum Framework  (NCF) in 2005
followed by the subsequent passing of the Right of Children to Free and Compulsory Education Act
(RtE) in 2009; the launch of the Rashtriya Madhyamik Shiksha Abhiyan (RMSA) for universalizing
secondary  education;  the commitment to  vocational education and the Knowledge Commission
Report are heartening developments for educating India’s young.

The story of teacher education in the last decade, however, has not been quite the same. Amid
widespread perception that teacher education institutions especially Institutes of Advanced Studies
in Education (IASEs), Colleges of Teacher Education (CTEs), State Councils of Educational Research
and Training (SCERTs) and District Institute of Educational Training (DIETs) are not functioning as
envisaged, review committees were set up to examine the situation. It was not until 2010, that teacher
education became a central issue in serving the needs of children as they would ultimately be the
recipients of the reform efforts. It is heartening that Ministry of Human Resource Development (MHRD)
has highlighted teacher education as the crux of its education planning, with clear policies, plans and
allocations for the immediate future in the 12th Five-Year Plan.

Two consultative conferences with state education administrators on teacher education, organized by
MHRD in 2011 at Kolkata and Delhi, have led to several plans for revitalizing Teacher Education.
This first issue of a publication for teachers and teacher educators, is one such initiative that emerged
from the deliberations at the conferences.

As we reflect on teacher education in India, some aspects come to the forefront.

Foremost among these is the hierarchy of hegemonies in the multiple layers of the teacher education
system in India. Certain university departments of education over others, IASEs over SCERTs, SCERTs
over DIETs, DIETs over BRCs, CRCs over schools, schools over children and communities. In the years
to come, the vibrancy of teacher education will depend upon how collaborative relationships based
on mutual respect and acknowledgement of contributions can be built among all these institutions.

Another concern is the very large, diverse and indeed incredible set of expectations from SCERTs and
DIETs, from both the central and state governments without commensurate resource support and
status that can enable and ensure effectiveness with quality and equity.

The task of teacher preparation is also multi-dimensional. Formal knowledge of theories is essential;
equally if not more, are actual experiences with schools, children, classrooms, teaching-learning
materials and community interactions followed by reflections on these experiences. The 'soft' skills of
communication and adult-child interactions, must come with sensitivity to issues of equity and
inclusion, and this often requires intense personal engagement with unlearning and relearning.
Importantly, all this has to be planned with deliberate speed.

Finally, there is the teacher educator, about whom we have a vague, if not diffused picture. What does
an effective teacher educator look like, think like? Is she/he a subject expert? A generic pedagogue? An
academician? An experienced and effective teacher? A public speaker? A widely published researcher?
None, or  all of the above? The profile of a teacher educator goes beyond formal qualifications.

'Voices of Teachers and Teacher Educators' is a tentative new beginning that can help us to make visible
teacher education in all its complexities, a forum to share stories and experiences, to celebrate successes,
commiserate and learn from setbacks, and above all, collectively  make teachers and teacher educators
heard and serve the interests of children best.
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jtuh f}osnh

d{kk vkSj f'k{kd

fiNys dqN o"kksZa ls eSa f'k{kk ds {ks= esa dk;Z dj jgh gw¡A
bu o"kksZa ds nkSjku eq>s fofHkUu rjg ds dk;ksZa dks djus
dk volj feyk gSA ikB~;iqLrd ys[ku] lsokjr o
lsokiwoZ izf'k{k.k] ekM~;wy fuekZ.k] 'kksèk bR;kfnA bu
dk;ksZa dks djrs gq, esjk dHkh&dHkkj] dqN le; ds
fy, fo|ky;ksa esa Hkh tkuk gqvkA tSls ikB~;iqLrdksa ds
v/;k;ksa ij QhMcSd ysus gsrq] 'kks/k ds mn~ns'; ls
d{kk&d{k o fo|ky; voyksdu gsrqA bu dk;ksZa dks
djus ds nkSjku ;g [k+;ky Hkh eu esa vkrk fd pkgs
fdruh vPNh ikB~;iqLrd D;ksa u cuk ysa] ;k pkgs
fdruk vPNk izf'k{k.k D;ksa dj ysa] fo|ky;ksa dh
fLFkfr lq/kjrh gh ughaA ys[ku lewg ds O;fDr;ksa o
lanHkZ O;fDr;ksa ls Hkh ckr gksrh rks vf/kdka'k dk ;gh
ekuuk Fkk fd ge rks gekjk dke vPNs ls dj ldrs
gSa vkSj djrs Hkh gSa ij f'k{kd i<+kuk gh ugha pkgrs rks
D;k djsa\

eSa vDlj ;g lksprh fd D;k okLro esa f'k{kd
i<+kuk ugha pkgrs\ D;ksa ugha i<+kuk pkgrs\ D;k dkj.k
gks ldrs gSa\ ;k fQj blh dks lp eku ysa fd os ugha
i<+kuk pkgrs\

gky gh esa eq>s ,d xzkeh.k ljdkjh fo|ky; esa
yEcs le; rd fu;fer :i ls i<+kus dk volj
feykA bl volj us eq>s f'k{kd dh Hkwfedk dks
le>us esa enn dh vkSj lkFk gh bl lanHkZ@fopkj
^f'k{kd i<+kuk gh ugha pkgrs* ds ckjs esa Hkh loky [kM+s
fd;s o lkspus ij etcwj fd;kA

eq>s eglwl gqvk fd esjh fofHkUu Hkwfedkvksa dks
vnk djrs gq, pkgs og lanHkZ O;fDr dh gks vFkok
'kksèkkFkhZ dh vFkok ikB~;iqLrd ys[kd dh] eSa dbZ
rF; lgtrk ls dg nsrh FkhA d{kk esa o Ldwy esa dk;Z
djrs gq, eq>s ;g yxk fd bu ckrksa@rF;ksa ds
fØ;kUo;u ds fy, okLro esa fdruh ÅtkZ] /kS;Z o
le> dh vko';drk gSA

eSa og lc D;ksa dg jgh gw¡A bldk mÙkj vkidks
vkxs ys[k esa feysxkA ftlesa eSaus vius dqN vuqHkoksa
dks ck¡Vus dk iz;kl fd;k gS ,d f'k{kd dh ut+j
lsA

d{kk dk okrkoj.k o O;oLFkk
eq>s d{kk 3 ̂v* dks i<+kus dh ft+Eesnkjh feyhA d{kk
esa tkrs gh v/;kid us lwfpr fd;k fd oxZ ̂v* o ̂c*
lkFk esa cSBrs gSa D;ksafd Ldwy esa f'k{kdksa dh la[;k de
gSA nksuksa d{kkvksa esa dqy feykdj 104 cPps Fks o
vkSlr mifLFkfr 60 ls 70 ds chp FkhA ;w¡ rks d{kk&d{k
i;kZIr cM+k Fkk ysfdu pw¡fd cPps T+;knk Fks rks dejs
dks NksVk gksuk gh FkkA cPpksa dks ,d&nwljs ls lVdj
cSBuk iM+rk Fkk vkSj blls ckrphr o ,d&nwljs dks
ijs'kku djus tSlh 'kjkjrsa pyrh jgrh Fkha& eSMe
blus esjh isafly ys yh] eSMe blus esjk jcj Nqik
fn;k] eSMe esjs gkFk ij isu pyk fn;k vkSj irk ugha
D;k&D;k ----- bruh vkokt+sa ,d lkFk eq>s dbZ ckj
le> gh ugha vkrk fd fdldks igys tokc nw¡ ;k
igys le>kÅ¡A

nwljk ;fn dHkh eq>s yxs fd eq>s vUr esa dksus esa
cSBs gq, cPpk D;k dke dj jgk gS ;g ns[kuk gS ;k
cPps dks esjs ikl vkuk gS rks vkus&tkus esa gh gesa 2&3
fefuV yx ikrs vkSj fQj ;g fd vksg blus esjs gkFk
ij iSj j[k fn;kA ;gh dkQ+h ugha tSls gh iSj j[kk
oSls gh nwljs cPps us tokc Hkh ns fn;kA ;k rks ekjdj
;k 'kVZ [khapdj vkSj bl ifjfLFkfr esa eq>s Lo;a dks
bruk xqLlk vk tkrk fd yxrk fd dHkh MaMk mBkÅ¡
o lcdks pqi djok nw¡ ij dguk cM+k vklku gS fd
cPpksa dks u ekjk tk;] u mu ij xqLlk fd;k tk;A
ysfdu ftl rjg fd ifjfLFkfr;k¡ fufeZr gksrh gSa
mlesa /kS;Z j[kuk cgqr gh eqf'dy dk;Z gSA
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Initiating dialogue

The first issue of the publication has contributions from student teachers, school teachers, teacher educators,
researchers and policy makers from schools, DIETs, CTEs, IASEs, SCERTs and NGOs of experiences they
value. We invite you to write about any of your memorable experiences from your professional life that excite,
motivate, encourage, initiate reflection or provoke some other form of engagement and send it to us so that we
can share it with everyone. You can also send in questions or comments on issues that concern you and you feel
need public discussion. Contributions may be sent to: rajan.janaki@gmail.com, and vbsudr@yahoo.com

eSa ;gk¡ ;g drbZ ugha dg jgh fd blfy, cPpksa
dks ekjuk pkfg, cfYd ;g dg jgh gw¡ fd gesa ;g
t+:j lkspuk pkfg;s fd ge fdl rjg ,slh
ifjfLFkfr;k¡ fufeZr djus esa f'k{kd dh enn djsa fd
mls cPpksa ds lkFk dke djus esa enn feysA

,d vkSj leL;k Hkh Fkh gekjh d{kk esaA d{kk cM+h
Fkh ysfdu ia[kk dsoy ,d Fkk og Hkh vkxs dh rjQ
gj ,d cPps dk ;g iz;kl jgrk Fkk fd mldks ia[ks
ds uhps txg fey tk,A 'kq#vkr esa eq>s le> gh
ugha vk;k fd D;ksa vf/kdka'k cPps ,d gh txg ij
cSBus ds fy, yM+rs jgrs gSa vkSj eSa gj fnu mUgsa
le>kus dk iz;kl djrhA lkjs vkxs ugha cSB ldrs gSa
dqN dks ihNs cSBuk gh iM+sxk oxSjg&oxSjg ysfdu
nks&rhu fnu ckn tc eq>s le> vk;k fd xehZ esa
ihNs cSBuk fdruk eqf'dy gS eq>s yxk fd cPpkas dks
D;k le>kÅ¡ ;g fd rqEgsa ihNs cSBuk pkfg;s ;k rqEgsa
xehZ D;ksa yxrh gS\ pqipki cSBks dksbZ xehZ&oehZ ugha
gS ;gk¡A ;g Hkh loky eu esa vk;k fd bl d{kk esa
nks ia[ks yxokuk D;k bruk eqf'dy gSA

lh[kus&fl[kkus dh izfØ;k
blh rjg ;g dguk fd gj cPpk vius rjhds ls
lh[krk gSA fcYdqy lgh gS ysfdu fQj Hkh
v/;kid dh t+:jr rks gSA ;g Hkh t+:jh gS fd
vè;kid ml cPps ds lkFk ckr djs rkfd mls vkxs
c<+us esa enn feys ysfdu iwjs fnu esa fdruk le; ,d
vè;kid cPps ds lkFk xqt+kjs\ 10 fefuV---- 15 fefuV
;k T+;knk\ ;fn ,d v/;kid iwjs fnu esa 10 fefuV
,d cPps ds lkFk O;fDrxr rkSj ij dke djs rks 40
cPpksa ds lkFk dke djus dks mls 400 fefuV ;kuh
yxHkx 7 ?kaVs pkfg;sA ysfdu d{kk,¡ rks flQ+Z 6 ?kaVs
pyrh gSa fQj mls u dsoy vo/kkj.kk,¡ fl[kkuh gSa
mls gkft+jh Hkh ysuh gS] mls cPpksa ds ekrk&firk ls
ckr Hkh djuh gS] mls izf'k{k.kksa esa Hkh tkuk gS] o
ikB~;Øe Hkh [k+Re djuk gSA eq>s dksbZ Hkh ,d
fo"k;&oLrq ij Bhd ls dke djus ds fy, de&ls&de

nks fnu dh t+:jr yxh vkSj oks Hkh rc tc eSa
yxkrkj 2 ?kaVs d{kk ysrh o yap ds le; dkWih tk¡pus
o x`gdk;Z nsus dk dke djrhA

yxHkx rhu eghus ds le; ds nkSjku ,sls dbZ
vuqHko eq>s gq, ftlus f'k{kdksa] mudh dk;Z'kSyh]
Ldwy dh O;oLFkkvksa] lh[kus&fl[kkus dh izfØ;kvksa
vkfn dbZ eqn~nksa ij cuh esjh iwoZ le> ds ckjs esa
lkspus ij ck/; fd;kA ;g lkspus ij ck/; fd;k
fd ge tks vis{kk,¡@vk'kk,¡ ,d f'k{kd ls j[krs gSa
mldks iwjk djus ds fy, mldks fdruh enn ge
okLro esa djrs gSa\ vkSj enn dh ckr rks nwj D;k ge
i;kZIr le; nsdj mudh ckrksa dks lqurs Hkh gSa\ ;g
le>us dk bZekunkj iz;kl djrs gSa fd okLro esa Hkh
mldh D;k ijs'kkfu;k¡ gSa\ pkgs og d{kk esa vfèkd
cPpksa dh gks] vFkok fo"k; i<+kus ds rjhdksa dks
ysdj] vFkok leqnk; ls laca/k LFkkfir djus dhA
eq>s yxk fd flQ+Z mldks ft+Eesnkfj;k¡ nsuk o mlls
ft+Eesnkfj;ksa ds iw.kZ djus dh vis{kk djuk ;g rks
fcYdqy vi;kZIr gSA t+:jr gS mudks lquus dh]
le>us dh rkfd ge mudks muds lkFk dke djus
dk fo'okl ns ik,¡ ;g fo'okl ns ik,¡ fd vxj vki
dk;Z esa lQy ugha gks ik jgs gSa rks dksbZ ckr ugha
ge vkids lkFk gSa vkSj ge lkFk feydj bl dk;Z
dks iwjk djsaxsA
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'kgukt+ Mh-ds-

cPpksa us cuk;k uD+'kk

i;kZoj.k dh iqLrd esa cPps ges'kk Hkkjr dk uD+'kk
ns[krs FksA /khjs&/khjs os Hkkjr esa jkT;ksa dh fLFkfr vkSj
jkt/kkfu;k¡ igpkuus yxsA fQj mUgksaus d{kk&iqLrdky;
esa ,Vyl dk mi;ksx djuk 'kq: fd;kA os ,Vyl esa
dbZ rjg ds [ksy Hkh [ksyrs Fks] ftlesa mUgsa iwNs x,
LFkku dks <¡w<+uk cgqr vPNk yxrk FkkA bl rjg os
,yVl esa dbZ LFkkuksa ls ifjfpr gks x,A tc os fdlh
ikB esa fdlh Hkh 'kgj ds ckjs esa i<+rs gSa rks rqjUr mUgsa
uD+'ks esa <w¡<+uk 'kq: dj nsrs gSaA vc uD+'ks i<+uk muds
fy, ,d jkspd xfrfofèk gks xbZ vkSj os vius [kkyh
le; esa vU; fdrkcksa ds lkFk uD+'ks ns[kus dk dke
vDlj djus yxsA

d{kk ika¡p ds cPpksa us i;kZoj.k esa xksydksaMk ds
fdys ds ckjs esa i<+kA mUgksaus uD+'ks esa xksydksaMk <w¡<+uk
'kq: dj fn;kA ijUrq tc mUgksaus xksydksaMk ds fdys
dk uD+'kk ns[kk rks os blesa dqN ladsr le> ugha ik,
ysfdu mUgksaus uD+'kk i<+dj le>us dk iz;kl fd;k
vkSj os lQy jgsA vc ckr vkbZ uD+'kk cukus dhA

eSaus muls dgk fd rqe fn'kkvksa ds ckjs esa i<+ pqds gks
blfy, vc bl uD+'ks ds vk/kkj ij rqe lc vius
fo|ky; dk uD+'kk cukvks] ftlesa vius ifjlj dh
lHkh pht+ksa dks cx+hps] Hkou] lM+d] ugj] eSnku vkfn
vyx&vyx ladsr ls n'kkZuk gSA cPpksa dks et+k vk
x;k] D;ksafd d{kk ls ckgj tkdj dke djuk cPpksa
ds fy, vkuUnnk;d gksrk gSA mUgksaus r; fd;k fd
ge lc chp okys Hkou dh Nr ij p<+dj lHkh pht+ksa
dh fLFkfr ns[ksaxs fQj uD+'ks esa cuk,¡xsA lc cPps Nr
ij p<+ x, mUgksaus iwjs ifjlj dh fLFkfr dks /;ku ls
ns[kk vkSj uD+'kk cukuk 'kq: fd;kA cPpksa us lkjh
pht+ksa dks HkyhHkk¡fr uD+'ks ij n'kkZ;k ijUrq tc okil
d{kk esa vkdj mUgksaus vius uD+'ks ,d&nwljs ds lkFk
feyk, rks mUgsa cM+k vViVk yxk fd fdlh us ugj
x+yr txg cuk nh rks fdlh us >wys dh fLFkfr x+yr
cukbZ gSA dksbZ dg jgk gS] esjk lgh gS rks mldk
lkFkh dg jgk gS ugha esjk lgh gSA lc esjs ikl
bdV~Bs gks x, fd eSMe crk,¡xh fdldk lgh gSA
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eSaus muls dgk fd tc rqeus viuh d{kk dk uD+'kk
cuk;k Fkk rks rqEgha yksxksa us feydj Bhd fd;k Fkk
vkSj xyfr;k¡ lq/kkjh Fkha rks vc bls Hkh lc feydj
vius&vius lewg esa bls lgh djksA ijUrq ,d ckr
dk è;ku j[kuk fd tc dksbZ vutku O;fDr ;s uD+'kk
ns[ks rks og Ldwy dh fLFkfr dks le> ik,A

dqN cPpksa us dgk eSMe d{kk ds uD+'ks esa rks dsoy
vkxs&ihNs gh lgh djuk Fkk ij bls uD+'ks esa rks lc
b/kj&m/kj gks x;k gSA rks fQj eSaus lkspk ,d ckj
okil ppkZ djus dh t+:jr gSA eSaus cPpksa ls iwNk]
pfy, ge igys uD+'ks esa dkSulh fn'kk r; djsa] lcus
vyx&vyx tokc fn, ysfdu dqN gh nsj esa lc
mÙkj fn'kk ij lger gks x, lcus viuh Qkby esa
mÙkj fn'kk lcls Åij fy[k yh fQj mUgksaus ;g r;
fd;k fd fo|ky; esa dkSulk Hkou mÙkj dh rjQ+ gS
vkSj lcls igys mls cuk fn;k] vc bl Hkou ds iwoZ
esa D;k gS\ vkSj if'pe esa D;k gS\ ;s ns[krs x, vkSj
lkjh pht+ksa ds ladsr cukrs x,A vc /khjs&/khjs os
lc ,d&nwljs ls feykrs gq, uD+'kk cuk jgs Fks vkSj
lcdk uD+'kk ,d tSlk curk tk jgk Fkk vkSj os eq>s
Hkh crk jgs Fks fd bl rjQ+ D;k cukuk gS\ blds
ckn lHkh us ,d&nwljs ls xzqi esa iwNk fd cxhps ds
iwoZ esa D;k cuk;k gS vkSj ugj ds if'pe esa ;k nf{k.k
esa D;k gS\ rc lHkh us dgk fd vc uD+'kk lgh cuk
gS vkSj fQj mUgksaus vius&vius ladsr Hkh uhps fy[ks
vkSj mu LFkkuksa ds uke Hkh ladsr ds lkeus fy[ksA

bruk lc djus ds ckn os bl fu'p; ij igq¡ps fd
dksbZ Hkh uD+'kk] dksbZ Hkh O;fDr i<+s] ij lHkh mls
fn'kkvksa ds vk/kkj ij le>rs gSa vkSj mlls lgh LFkku
ij igq¡p ldrs gSaA vc os dsoy uD+'kk i<+us dh gh
ugha] uD+'kk cukus dh dyk Hkh dkQ+h gn rd le>us
yxs gSaA
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vfuy dqekj rsofr;k

jkT; 'kSf{kd vuqla/kku ,oa izf'k{k.k ifj"kn] fnYyh }kjk fufeZr ,oa fnYyh ikB~; iqLrd C;wjks }kjk izdkf'kr izkFkfed Lrj ij

xf.kr dh ikB~;iqLrd cukuk

xf.kr dh f”k{kk ,slh gksuh pkfg, ftlls cPpksa ds os
lalk/ku le`) gksa tks fparu vkSj rdZ eas] vewrZuksa dh
ladYiuk djus vkSj mudk O;ogkj djus esa] leL;kvksa
dks lw=c) djus vkSj lqy>kus esa mudh lgk;rk
djsA xf.kr f”k{k.k dh bl mís”; dh izkfIr ml
izklafxd ,oa vFkZiw.kZ xf.kr dks i<+kdj dh tk ldrh
gS tks muds vuqHkoksa ,oa nSfud thou ls tqM+k gks
D;ksafd nSfud thou esa cPps leL;k dks gy djus o
fo”ys’k.k ds dkS”ky dk mi;ksx djds gh fofHkUu
izdkj dh lel;kvksa dk csgrj rjhdksa ls lkeuk dj
ldsaxsA blh Øe esa jkT; “kSf{kd vuqla/kku ,oa izf”k{k.k
ifj’kn~ }kjk fufeZr izkFkfed Lrj ij xf.kr dh
ikB~;iqLrdksa dk ewy mn~ns”; Fkk&

• Kku dh iqujZpuk esa cPps dh dsUnzh; Hkwfedk

• ljy Hkk’kk o “kSyh }kjk xf.kr f”k{k.k dks ljl
o jksekapd cukuk

• cPps dh cqfu;knh ewY; lajpuk vkSj Hkfo’; ds
izfr n`f’Vdks.k dk fuekZ.k

• cky euksfoKku ,oa nSfud vuqHkoksa dks lesVrs
gq, xf.kr ds Kku dk laizs’k.k

jkT; “kSf{kd vuqla/kku ,oa izf”k{k.k ifj’kn~ ,oa
loZ f”k{kk vfHk;ku }kjk lapkfyr bUnz/kuq’k dk;ZØe
esa izkFkfed Lrj ij xf.kr dh ikB~;iqLrdksa ij foLrkj
ls ppkZ gqbZ FkhA ppkZ ds nkSjku ,d f”k{kd us vius
vuqHkoksa esa crk;k fd izkFkfed Lrj ij xf.kr dh
ikB~;iqLrdksa dks nSfud vuqHkokas ,oa nSfud O;ogkj ls
tksM+dj fy[kk x;k gSA ikB~;iqLrdksa esa ge xf.kr dks
vius pkjksa vksj vuqHko djrs gaS vFkkZr~ nSfud thou
dk dksbZ Hkh igyw xf.kr ls vNwrk ugha gSA ikB~;iqLrdksa
es v/;k;ksa ds uke jkst+ejkZ dh cksypky okys gSa ,oa
ikB dh “kq#vkr dgkuh ;k fdlh [ksy ls “kq: djds
ikB dks bl izdkj foLrkj fn;k x;k gS fd ikB ds
vUr rd igq¡prs&igq¡prs ikB esa fufgr vo/kkj.kk
iw.kZr;k Li’V gks tkrh gSA

,d vU; f”k{kd us vius vuqHkoksa esa crk;k fd
izkFkfed Lrj ij xf.kr dh ikB~;iqLrdksa esa ,d&,d
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vo/kkj.kkvksa ij cus NksVs&NksVs v/;k; vf/kxe ds
ǹf’Vdks.k ls cgqr gh izHkko”kkyh gSA NksVs&NksVs vè;k;ksa
esa fo|kfFkZ;ksa dh #fp cuh jgrh gSA izR;sd v/;k; esa
djds lh[kus ij cy fn;k x;k gS D;ksafd cPpk xyrh
djds lh[krk gS rks vf/kxe LFkk;h gksrk gSA ikB esa
fufgr vo/kkj.kkvksa dks fØ;kdykiksa ,oa xfrfof/k;ksa
}kjk cgqr izHkko”kkyh rjhds ls Li’V fd;k x;k gSA
vo/kkj.kkvksa dh Øec)rk ,oa Lrj dk ikB~;iqLrdksa
esa fo”ks’k /;ku j[kk x;k gSA

f”k{kdksa us vius vuqHkoksa esa crk;k fd vo/kkj.kkvksa
dks fØ;kdykiksa ,oa xfrfof/k;ksa }kjk Li’V djus dh
otg ls lHkh vH;kl vUrfØZ;kRed gSA izR;sd vH;kl
lrr ,oa O;kid ewY;kadu ij vk/kkfjr gSA O;kid
ewY;kadu ij vk/kkfjr vH;kl fo|kfFkZ;ks a dks
voèkkj.kkvksa dks jVus ds ctk; le>us esa vf/kd
lgk;rk djrs gSaA vH;kl ds vUrxZr [ksy] igsyh
bR;kfn fo|kfFkZ;ksa dks ekSfyd :Ik ls lkspus ,oa
djds lh[kus ds iw.kZ volj iznku djrs gSaA vadkas ls
tqM+s xf.krh; [ksy] igsfy;k¡ rFkk dFkk,¡ cPpksa jkst+ejkZ
dh le> dk fuekZ.k djrh gSaA

,d f”k{kd us v/;k;ksa ds ukeksa ds ckjs esa ppkZ dh
fd v/;k;ks a ds uke xf.kr dh “kCnkoyh ls
lacfU/kr u gksdj nSfud thou ds jkspd igyqvksa ls
tqM+s gksus ds dkj.k fo|kfFkZ;ksa esa v/;k;ksa dks ysdj
mRlqdrk cuh jgrh gSA ikB~;iqLrdksa esa vo/kkj.kkvksa
dks ;U=or~ lh[kus dh ctk; mUgsa nSfud thou ds
jkspd igyqvksa ls tksM+dj le>kus dk iz;kl ljkguh;
gSA ikB~;iqLrdas vo/kkj.kkvksa dks jVus ,oa iz”ukoyh
gy djus ds LFkku ij xfrfof/k vk/kkfjr f”k{k.k]
djds lh[kus ij cy ,oa [ksy&[ksy esa f”k{k.k ij cy
nsrh gSa tks cky euksfoKku ds fl)kUrksa ds vuq:Ik gSA

Hkk’kk ds vR;f/kd iz;ksx ds LFkku ij vko”;d
fp=ksa dks ikB~;iqLrdksa esa vo/kkj.kkvksa dks Li’V djus
gsrq mfpr LFkku fn;k x;k gSA ljy Hkk’kk o “kSyh
}kjk xf.kr f”k{k.k dks ljl o jkspd cuk;k x;k gSA
ikB~;iqLrdksa esa v/;k;ksa dks bl izdkj l¡tks;k x;k
gS fd fo|kfFkZ;ksa dks yxrk gS fd ;s lc rks mlds
vkl&ikl gksus okyh gh pht+sa gSaA lHkh uke] [ksy
mlds tkus igpkus ls gS] tks xf.kr ds vè;;u ds
izfr mldh #fp dks c<krs gSaA xf.kr ds v/;;u ds
izfr mldh #fp ds pyrs cPps xf.kr ls Hk;Hkhr gksus
ds ctk; xf.kr dk vkuUn ysrs gSaA

ppkZ ds nkSjku ,d f”k{kd us crk;k fd xf.kr ds

v/;;u eas lw=ksa o ;kaf=d izfØ;kvksa ls vkxs Hkh cgqr
dqN gSA bu ikB~;iqLrdksa us lkfcr dj fn;k gS fd
xf.kr esa Hkh laizs’k.k laHko gSA

okLro esa ikB~;iqLrdksa dh lQyrk mldh Hkk’kk
“kSyh] v/;k;ksa ds foLrkj] vo/kkj.kkvksa dks li’V
djus ij fuHkZj djrh gSA vf/kdka”k f”k{kdksa dh n`f"V
esa Ldwyh xf.kr ftu ifjfLFkfr;ksa esa lh[kk tkuk
pkfg, os LkHkh bu ikB~;iqLrdksa esa lekfgr gS] tks
fuEu gS&

• cPPks xf.kr esa vkUkan ysa

• cPps egÙoiw.kZ xf.kr lh[ksa

• xf.kr cPpksa ds thou vuqHko dk fgLLkk gks
ftlds ckjs esa os ckras djsa

• cPps vFkZiw.kZ leL;k,¡ izLrqr djsa vkSj gy <w¡<sa+

• cPPks lEcU/kksa vkSj lajpukvksa dh lksp cukus esa
vewrZ fopkjksa dk iz;ksx djsa

• cPPks xf.kr dh ewy lajpuk dks le>sa rFkk f'k{kdksa
ls vis{kk gS fd os izR;sd cPPks dks d{kk dh
izfØ;kvksa ds lkFk tksM+dj j[k ldsa

fu’d’kZ :Ik esa lHkh v/;kid bl ckr ij lger
Fks fd cky euksfoKku] [ksy&[ksy esa f”k{k.k] dgkuh
vk/kkfjr f”k{k.k] djds lh[kuk] f”k{kk fcuk cks> ds
bR;kfn lHkh f”k{k.k fl)kUrksa ij jkT; “kSf{kd vuqlaèkku
,oa izf”k{k.k ifj’kn~ }kjk fufeZr izkFkfed Lrj ij
xf.kr dh ikB~;iqLrdsa [kjh mrjrh gSaA
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ubZ fdrkc ds iUus
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lju dkyk

fdrkcsa vkSj cPps

dgkuh lquus dk eq>s ges'kk ls 'kkSd+ jgkA ;s vknr
esjh rc ls cuh tc eSa NksVh FkhA eSa fgeky; ds ,sls
bykd+s esa tUeh tgk¡ 3&4 eghus cQZ+ fxjk djrh FkhA
?kj ls ckgj tkus dk dksbZ eryc ugha FkkA la;qDr
ifjokj Fkk esjkA iM+kslh Hkh nwj&nwj jgrs FksA lfnZ;ksa
esa lk;a 4 cts gh njokts+ can gks tkrs FksA vc D;k
djsaA ge vkx rkirs gq, cq[k+kjh ds ikl cSBs viuh
nknh] cM+h cguksa ds lkFk cl dgkfu;k¡ lquk djrs FksA
dgkuh lqurs&lqurs nknh dk dguk Fkk ̂ gw¡&gw¡^ djrs
jgksA 'kk;n ^gw¡&gw¡* dguk vkt ds 'kCnksa esa lqukuk
le>uk fØ;k'khyrk jgk gksxkA <sjksa dgkfu;k¡ esjh
nknh ds ikl FkhaA muesa egkHkkjr ds fd+Lls vkfn
dgkfu;k¡ cPpksa dks gekjs ut+nhd ykrh gSa mudh
dYiuk'kfDr dks fodflr djrh gSaA muesa vkRefo'okl
Hkjrh gSaA dgkuh gesa f'k{kd ugha cPpksa dk lkFkh
cukrh gSA

blh vuqHko dk ykHk mBkrs gq, eSaus fo|k Hkou
twfu;j Ldwy esa iqLrdksa ,oa iqLrdky; ij fo'ks"k
è;ku fn;k x;kA iqLrdky; tks 'kkyk esa Åij
vyekfj;ksa esa jgrk Fkk bldks cPpksa ds lkeus yxk;kA
mldks eSa ̂csgrj f'k{k.k lkexzh lqlfTtr d{k* dguk
ilan d:¡xhA blds ihNs gekjk mn~ns'; Fkk cPps
dsoy f'k{kd ds }kjk fn, x, Kku ij gh fuHkZj u jgsa
cfYd Lo;a lfØ; jgrs gq, lgtrk ls fdrkcsa <w¡<dj
lh[kus dk iz;kl djsaA

iqLrdky; ds rhu Hkkx cuk, x;sA igyk ̂d{kk
iqLrdky;* ftldh ft+Eesnkjh cPpksa dks nh xbZA
d{kk esa ,d vyekjh ;k jSd yxkdj mls cPpksa dk
dkWuZj cuk;k x;kA cPpksa dks iw.kZ Lora=rk nh xbZ fd
os iqLrdky; izHkkjh ls viuh ilan dh iqLrdsa muesa
j[ksaA iqLrdky; izHkkjh cPpksa esa ls pquus dks dgkA
cM+s vPNs lq>ko vk, fdlh us dgk ,d lIrkg
yM+fd;ksa dks lkSaik tk,] fdlh us dgk& jftLVj ds
vuqlkjA  vUr esa fu.kZ; fy;k x;k fd d{kk dh
izR;sd drkj esa ls 2&2 cPps fy, tk,¡A

cMs+ lqUnj ifj.kke vk,A cPpksa us vius fu;e
cuk,A dqN mnkgj.k bl izdkj gSa&

• iqLrdsa i<+dj mudh txg ij j[ksa

• QV tk, rks fpidk nsuk

• iwNdj ?kj ys tk ldrs gks

• [kkuk [kkdj iqLrdsa i<+ ldrs gks

• dy iqLrdsa fc[kjh gqbZ Fkha Ñi;k ykLV esa j[kus
okyk cPpk iqLrdsa yxkdj tk,

bu fu;eksa us d{kk O;oLFkk esa lqUnj ifjorZu
fd;kA dbZ ckj ,d NksVh lh Lyhi gekjs fy, Hkh
d{kk esa igq¡pk nh tkrh Fkh ̂ nks fdrkcsa ugha fey jgh
gSaA* ;k ̂dqN cPps jSd ls fdrkcsa ysdj vius MsLd esa
Nqik ysrs gSaA* dHkh&dHkh f'kdk;r Hkjs okD; Hkh
fy[kdj gesa cPps nsus yxsA tSls iqLrdksa esa ls cPps
fp= QkM+ jgs gSaA iqLrdky; yhMj }kjk fy[ks x,
fu;e gesa crkus yxs Hkk"kk lh[kus ds fy,] ,d ekxZ
ugha vusd ekxZ iw.kZrk esa lgk;d gSaA bl izdkj Hkk"kk
dkS'ky dk fofHkUu ifjfLFkfr;ksa esa fodkl gks jgk FkkA

lHkh f'k{kdksa dk viuh d{kk esa NksVs ls iqLrdky;
esa lg;ksx fey jgk FkkA iUnzg fnu ckn cPps bu
iqLrdksa dks lsUVj ykbczzsjh ls cnydj ykrs FksA ftl
fnu iqLrdsa ubZ vkrha cPpksa esa ck¡Vus&Nk¡Vus dh gksM+
yx tkrhA bl gypy esa yxrk iqLrdsa vyekjh ls
fudy uUgs gkFkksa esa vkdj cgqr dqN nsuk pkgrh gSaA

y?kq iqLrdky; dk ,d Hkkx fo"k; d{k esa FkkA
ogk¡ izR;sd fo"k; foKku] Hkk"kk] xf.kr laca/kh iqLrdsa
j[kh xbZaA tc Hkh fo"k; i<+k;k tkrk muesa ls pkVZ
cukus] lIrkg izkstsDV] Fkhe ij fy[kus] djus dks
f'k{kd mUgsa izsfjr djrhA cPps mu iqLrdksa dks ?kj Hkh
ys tkrsA cPps tks Hkh muesa ls i<+rs&<w¡<+rs&fy[krs
mUgsa os nwljksa dks Hkh crkrsA dbZ ckj ikB i<+rs gq,
dqN ckrsa os d{kk esa nksgjkrs] iz'u mBkrs fd ml
iqLrd esa dqN vkSj Hkh crk;k gSA bl fo"k; iqLrdky;
esa cPpksa dks tkuus&cVksjus ds fy, b/kj&m/kj nkSM+uk
ugha iM+rk Fkk& d{kk&d{k dks fØ;k'khy cuk;k tk
jgk FkkA

iqLrdky; dk rhljk Hkkx twfu;j Ldwy dk
eq[; iqLrdky; chp esa cuk;k x;kA ;g iqLrdky;
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f'k{kd] cPps] prqFkZ deZpkjh ,oa vfHkHkkodksa dks lnSo
vkdf"kZr djrk jgkA bldh cSBd O;oLFkk uhps njh
fcNkdj] pkSfd;k¡ yxkdj dh xbZaA blesa cPps fdlh
Hkh dksus esa lsUVj esa pkgsa rks Vk¡x QSykdj nhokj dk
lgkjk ysdj iqLrdsa i<+ ldrs gSaA <sjksa iqLrdsa izkr%
cPpksa ds vkus ls iwoZ pkSfd;ksa ij j[k nh tkrhaA izR;sd
fo"k; esa ,d ykbczsjh dk dkyka'k Hkh tksM+ fn;k x;kA
ftlls izR;sd fo"k; ds lkFk f'k{kd cPpksa ds lkFk
iqLrdky; esa vkus yxsA ,d vyekjh esa f'k{kdksa ds
fy, iqLrdsa LVkQ :e esa Hkh j[k nh xbZa ftlls ogk¡
Hkh iqLrdksa dk ykHk fy;k tk ldsA

le;&le; ij iqLrdky; izHkkjh }kjk iqLrd
izn'kZuh] fo|k Hkou f'k{kk dsUnz ls <sjksa ubZ iqLrdsa cPpksa
dks vkdf"kZr djrs jgsA iqLrdky; dk :i cny jgk
FkkA ftldk ifj.kke cPpksa esa fnu izfrfnu fn[kkbZ ns
jgk FkkA eSaus iwoZ esa tks  dgk mls nksgjkuk pkgw¡xh& cPps
iqLrdsa Nqik jgs FksA ml ij geus tkuus dh dksf'k'k
dhA ftu cPpksa us iqLrdsa NqikbZ Fkha mudk dguk Fkk&
gekjh dgkuh v/kwjh jgh xbZ FkhA fQj oks fdrkc
bèkj&mËkj gks tkrhA geus iwNk dgk¡ NqikbZA os nkSM+dj
x, gesa txg fn[kkbZA njh ds uhps ;k vyekjh ds ihNsA
bruh ljyrk ls i<+us ds dkS'ky esa o`f) gks jgh FkhA

dSls irk pyk cPps i<+ jgs gSa\ eSaus izkFkZuk esa
fxurh dhA fdrus cPps tYnh Ldwy vkrs gSaA djhc
20&25 cPps [kM+s gq, ftuesa ls 10 cPps lq[ksj thou
T;ksfr ds Fks ckd+h cPps vkl&ikl dsA muls fQj

iwNk] ̂ ^;gk¡ vkdj D;k djrs gks\ dksbZ f'k{kd rks gksrk
ughaA** mudk dguk Fkk] ̂ ^ge tc vkrs gSa gesa vdsys
esa dgkuh i<+us dk vPNk ekSd+k feyrk gSA** iwNus ij
mUgksaus viuh ilan dh iqLrdksa ds uke Hkh crk,A dqN
yM+fd;ksa us viuh dgkfu;ksa ds 'kh"kZd rd fy[ks gq,
FksA dqN us muesa fp= Hkh cuk j[ks FksA

cPpksa dh #fp yxkrkj c<+rh tk jgh FkhA dbZ
ckj cPpksa ds chp cSBdj ns[kk fd d{kk rhu ds NksVs
cPps dsoy iUus ugha iyVrsA NksVs&NksVs okD;ksa esa
fy[ks pqVdys] igsfy;k¡] ,d&nwljs dks lqukrs gSaA
fp=ksa dh dgkfu;k¡ i<+rs gSaA cl varj dsoy ;s jgrk
gS ;s NksVs cPps cksy&cksydj i<+rs gS vkSj ik¡poha ds
cPps ekSu iBu djrs gSaA ysfdu eq>s vk'p;Z gks tkrk
Fkk fd tks cPps ikB~;iqLrd dk ikB i<+rs gq, dbZ
ckj chp esa 'kCn ds fy, #drs Fks rc vkxs c<+rs FksA
os dgkuh i<+rs gq, chp esa dHkh ugha iwNrs cl i<+rs
jgrs gSaA

cPpksa dh dYiuk vkSj lksp fodflr  djus rFkk
uohurk ikus dk iqLrdky; vkSj dgkfu;k¡ vPNk
Js"B lk/ku gSA bu ij os [+kwc ppkZ djrs gSa mnkgj.k
nsrs gSaA g¡lrs gSa] HkkokRedrk xzg.k djrs gSa le>uk
mUgaas vk tkrk gSA dbZ pqukSfr;k¡ os dgkuh esa tku ysrs
gSaA lkeusokys dh pkykdh le>dj izfrfØ;k O;Dr
djrs gSaA mUgksaus tks lquk] tks i<+k mlesa mudh Le`fr
dk fodkl] ?kVukvksa] fo"k; ls tksM+uk Lor% vk tkrk
gSA
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Janaki Rajan

From IASEs, SCERTs and DIETs: Through the lens of a
teacher educator

Abstract

The article is a first person account that attempts to map the
potentialities of IASEs, SCERTs, DIETs to break fresh ground in the
various issues related to universal elementary education and
transformation of school systems in Delhi as viewed from her

experiences with these organizations over 18 years.

I began to work with IASE, Delhi University in 1994,
at a time when the B.El.Ed. program was being
launched there. I was 40 years old; I had been
principal of a minority teacher education college at
Hyderabad, had taught for several years in schools
and considered myself an established teacher
educator with proven success in my profession. The
IASE team was small, 8-10 members in all, and some
of them were eminent people in education. The
culture of the group was to sit together and ask each
other what they wish to do, what is the focus? As a
new member, I was immediately asked what role I
see for myself at IASE. Being new to Delhi
professionally, although my under-graduate degree
was from Delhi University, I was eager to be put to
test. As the pre-service initiative was well developed
through the B.El.Ed. program, I opted to work on in-
service programs.

My suggestion was closely followed up with
detailed questioning. What does teacher
education mean? What basic assumptions did I
have in mind? What is the value of what I
proposed? In-service training for whom-
teachers? teacher educators? There were around
one lakh teachers in Delhi, many educators at
SCERT and several DIETs. What value could I
bring to these teachers and teacher educators? It
became very clear that the expectations from the
senior members of the team were that whatever is
attempted must be well-grounded and must have
potential to be pace-setting. I could not just say I
want to conduct so many programs; I would have
to think through more deeply. I also learnt not to
‘shoot off’ suggestions, as I knew they would be
questioned.

The IASE had an excellent library and though
I did get ideas from reading, it became clear to me
that while something might have been a good
initiative, say, in Arizona, I would definitely be
asked how it was pertinent to Delhi. It took me six
months to think through the notion of in-service
education. I also eagerly joined another initiative
at the IASE, on policy analysis with special
reference to universal elementary education. It
involved analyzing policy documents and their
implications; and the critique enabled me to
mentally discard many of the prevailing
assumptions of in-service education the team
clearly had, that however well meaning or
informed by readings, a three-week, stand-alone
program is not likely to address the issue of teacher
and system transformation.

I considered myself somewhat sensitized
towards the issues in school education. My brief
interactions with the Hoshangabad Science
Teaching Program, which, for over two decades
by then had evolved a unique engagement with
science teachers of several districts in Madhya
Pradesh. An educator there changed my world
view gently but irrevocably on equity. My own
experiences as controller of examinations at a
minority college in Hyderabad from 1988-90 is
sharply etched in my memory-the travails of first
generation learners of the Muslim minority
community. The questions raised at IASE
resonated with these past experiences, and went
far beyond.

It took six months for me to come up with a
proposal for in-service teacher education. The
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idea was to develop a model which would attempt
to have systemic impact; it had to be contextual,
based on geo-cultural realities and also be large
enough for replication but intimate enough to
provide fine-grained understanding. The
Lonsdale Program led by one of the senior
members of IASE was invaluable ground on which
I gained perspective.

In order to plan an effective in-service teacher
education program, I proposed a three-day
workshop on ‘Differential perceptions of parents,
teachers and administrators on school education’
to be held in Jahangirpuri, a cluster with 22
primary and 9 secondary schools, since a
meaningful in-service program cannot be
visualized without consulting all stakeholders.
The workshop had over 300 participants and was
designed to provide an equitable platform to all
concerned to articulate their views on school
education. It was one of a kind, and the issue that
emerged resonated for many years among all
concerned. We also had to seek partners beyond
our small team from among NGOs, researchers,
students, civil society members. I henceforth refer
to them as ‘we’ a large group of people and groups
who supported IASEs work.

These workshops soon became an annual
feature under the Jahangirpuri School Project.
Following this, in-service education took shape
as school based teacher development in many
forms: interaction of class 5 teachers with class 6
teachers to bridge the gap of accountability on
what children learnt in primary and middle
schools; classes for illiterate mothers on school
curriculum so they understand what their
children were learning; women empowerment
workshops; school visits by mothers; after-school
interaction with children and many others. Each
of these initiatives fed into the teacher
development workshops. Teachers in turn, spoke
about their problems- teacher shortage, the many
non-academic duties outside of school, the need
for content refreshment, and their own views of
children and parents of impoverished
communities. Then children asked that they too
be included so that their views on schooling may
also be heard by teachers.

It was inevitable that such an engagement
with parents, children and teachers would lead

to systemic issues. We had no choice but to
support and where possible intervene. Several
parents complained that their children were not
being admitted because the last date for
admission was over; illiterate parents have no
means of knowing such last dates. With over 200
such requests, we had no option but to request
the Municipal Coorporation of Delhi (MCD) to
admit the children. This decision bridged the
divide between what universities are strictly
supposed to do, and what is the administrators’
domain. Since admissions were based on
catchment areas, student-teachers took up this
issue on a designated day with each school, with
written requests. Within a week, the MCD issued
a fresh government order to admit the children.
As the order was not specific to Jahangirpuri
but to the whole of Delhi, several groups
supported children in other parts of Delhi to gain
admission. We later learnt that over two
thousand additional children got admission in
Class 1 that year. How best to welcome these
children into school then became part of the
teacher development workshops.

A complementary part of this process was
the introduction by one IASE member, the
Feurerstein Instrumental Enrichment Program,
a classroom curriculum designed to enhance the
cognitive functions necessary for academic
learning and achievement. The fundamental
assumption of the program was that intelligence
is dynamic and modifiable, not static or fixed.
This initiative integrated the central concerns
about teaching-learning of first generation
learners into the in-service initiative to address
the wide spread perception that teacher
education institutions do not have  sufficient
research based models for quality teaching-
learning in classrooms.

When institutions of higher education base
initiatives on core stakeholder issues, it also
means that one cannot have a static blueprint for
work, with clear, measurable outcomes. These
cannot be predicted in advance. However, while
performance indicators are not pre-determined in
this process, they still necessarily have to exist.
The broad indicator for us: Did children and
parent concerns get addressed? Did teachers feel
that we were providing relevant and adequate
academic support?

11
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We were effective at some levels: the
administration did make sure that sufficient
teachers were in place in schools. It took policy
changes to make this happen, as with the issue of
admissions. In other cases, it was beyond even
the control of administration, and had to be settled
in the courts. Corporal punishment was one such
issue. At that time, an NGO, Parents Forum for
Meaningful Learning had moved to the Supreme
Court to prevent corporal punishment. Part of our
in-service work was to document such instances
and contribute an affidavit to support the banning
of corporal punishment. Did it antagonize the
teachers? It could have, but the enlightened
opinion of mothers prevented this from becoming
so. When one case of punishment resulted in a
child’s arm being broken, mothers were insistent
that the teacher must not be publicly challenged,
and must face consequences through due process
of law. Reason? They felt that if teachers are
denounced in general, then their children will not
listen or respect them as a category and without
the teachers, the children have no hope of
education.

Subject refreshers happened too. They were
tempered with local examples, questions that
emerged from the mothers’ workshops with their
children’s books. One instance stays fresh for me.
The women pointed to the lesson on ‘eclipse’ and
demanded we tell them what was being taught in
that lesson. As we were struggling to begin the
explanation, we were struck by the fact that the
lesson on ‘eclipse’ in the textbook did not explain
the concept of shadows. Without an
understanding of shadows, how can ‘eclipse’
make sense? We improvised, as we each stood in
the narrow beam of sunlight streaming in from a
window into a room in the slums, to point out our
silhouettes in the wall across. What followed is
in retrospect:

Woman 1 :  Is it true that a man has stood on the
moon?

Woman 2 : We saw it on TV.

Woman 3 :  We also stand on the moon in our
mela! How is what we saw on TV
different? Maybe the man was
standing in his American mela!

Woman 4 :  I don’t like eclipse days. We all have

so much fun shopping and cooking
together, but on eclipse days some of
us hide inside the home and it is not
fun anymore.

Woman 1 : Is it true that if we are pregnant and
we don’t hide from eclipse and eat
anything our child will be deformed

Woman 3 :  No, I was afraid and hid from eclipse
when my child Bolu was born, but I
was thirsty and ate a piece of
watermelon but Bolu is fine!

Woman 5 :  I did not hide from eclipse, and ate
as usual, it is not in our culture to do
so, but I wonder? My child does not
speak, and he is 2 years old.

Woman 3 :  Is it true we get punished by Rahu
and Ketu? Can they punish those
who do not believe in them?

Woman 6 :  Do you teach any of this in the book
to our children?

As we proceeded to lay out the principles of
solar and lunar eclipse from the textbook, using
flour to trace the ray diagrams on the floor of the
room, they became quiet, withdrawn; they did
project accurately on the floor, the diagrams when
there would be eclipse, but they were
disconnected. We had not done a good enough
job of connecting their superb and alive
rationalities and linkages of myths and folklore
to textbook rationalities. We were immeasurably
humbled: by the textbook and its sterility and our
own tacit acceptance of it; by the utter inadequacy
of what we were providing in the name of ‘in-
service content refresher’ to the teachers, and our
being so naively confident of our knowledge.
However, most of all, we were humbled by the
sheer fluency of ideas and connections that these
women can effortlessly bring into the most
complex of issues.

The meetings with women’s groups in
Jahangirpuri were a constant learning ground for
teacher educators. I had read a lot about
evaluation, the ills of our present colonial system
of examinations, about who fails when a child
gets less than pass marks. Is it we who fail, or is it
the child? These I had learnt from literature and
was convinced of it. We learnt anew from a
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woman and her friend who made their living as
rag-pickers and who had taken her child out of
school in class 3 at Jahangirpuri. We remonstrated
with her and her friend, urging them to permit
the child to continue in school. They asked us to
visit their home. What followed when we reached
there:

Woman : You educated people think we do not
know anything. Come, come, come
inside and see.

We entered a 6x6 room built of mud and
polythene for roof and a door made of crate
wood. Behind the door on a hook was a school
bag. She took it and opened it and laid it before
us at the centre of the room on a mat. We
examined the books and notebooks. The
notebooks were several, and the child had filled
most of them fairly legibly, as we turned the
pages, on different subjects.

Mystified, we exclaim: But he has learnt so much!

Woman : Oho, so you think he has learnt so
much! How do you know that?

One of us : Because, he has written so much
about so many things!

Woman : Don’t think you can fool me! I used
to work as a housemaid. I know what
happens in really good schools! Do
you see any (gestures with her hand)
any ticks? Any (gestures with her
hand) crosses? In red ink?

We seek fruitlessly for any sign in red or
otherwise: There were none in each of the five
notebooks.

Woman : Aha! I know how your children are
taught! Everything is checked, and
when something is wrong, it is
marked wrong and the child has to
write it three times.

Woman’s friend : I am from Himachal Pradesh. I
came here so that my child can learn
how to bring water from downhill
to uphill-then we will be so happy
in our home. But even after studying
till class 4, these things are not
taught.

The high level of expectations from illiterate
parents from education is painfully at variance
with the rather minimalistic approach to
curriculum issues in government schools.

In 2000, I was made Director, SCERT Delhi
and its 7 DIETs (now 9) for six years. The lessons
of IASE stood in great stead. The DIETs held a
three-day workshop on 'Agenda for DIETs'. They
undertook collective study of the DIET guidelines,
not so much in the administrative sense, but in
terms of their academic agenda for universal
elementary education.  At SCERT, the search for
partners widened to include NGOs, researchers,
interested individuals, and many were willing.
To provide a structure, they were designated as
‘Community Watch Groups for School Education’
and around 600 such groups were formed by the
end of 2001. DIETs were the nodal agencies where
these community watch groups met to discuss
issues and evolve strategies. Indeed, DIETs played
a major role along with the community watch
groups in taking up several issues, such as the
need for affidavits signed by the district magistrate
if a child did not have a birth certificate in order
to be admitted to school. This led to the questioning
of the Delhi School Education Act and eventually,
the affidavit was replaced by policy with self
affidavit with signature/thumbprint of parents.
Due to these efforts, the UEE Mission was created
in Delhi, where the administration had staunchly
denied that there were no children out of school,
and if they were, it was because parents were too
greedy to make them work. MCD conducted the
first ever survey of out-of-school children. Around
one lakh twenty thousand out of school children
by name, parents name and jhuggi number were
recorded. MCD admitted several thousands of
these children into their schools. Several new
schools were sanctioned. Tent schools were
replaced with proper buildings. Although
government policy designated the school/schools
into which a child could be admitted, known as
catchment area schools, there were no written
records as to what constituted a catchment area.
DIETs, along with the zonal education offices,
mapped the catchment areas manually through
dialogue with heads of schools with academic
support from the geography teachers of the
government schools. The Directorate of Education
then converted these into digital maps. Today
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Delhi has a well-defined policy for admissions
and for smooth transition of children from
primary to middle schools as a result of these maps.

As more children began to enter the schools
through the revised policies, focus shifted to the
shortage of teachers in almost every school. As
SCERT-DIETs had been at the forefront along with
student teachers and community watch groups,
we began to look for ways to address the problem
in the short-term, while additional teacher
requirement was worked out and they were
recruited. Two strategies emerged. DIETs
attempted to identify retired teachers to act as
guest faculty. The pre-service program was
modified so that the internship duration lasted a
full school term. Student teachers were placed in
schools with the greatest shortage. As part of their
internship program, DIET student trainees and
teacher educators, with support from NUEPA,
prepared school profiles of the districts. These
were then shared with the MCD so that problems
could be addressed.

From this initiative, the idea of school
improvement programs emerged. The idea took
shape in many forms. The Directorate of
Education felt that goal setting could be an
important strategy and accordingly declared that
the Class 10 results of the ensuing year would be
at least 50% in government schools. At the time
this occurred, school results hovered between 30-
40%. Fresh energy flowed into the school system
as each school attempted to ensure this. The
Directorate also initiated school adoption by
senior administrators, who regularly visited the
schools, suggested strategies and supported the
schools in various ways. At SCERT and DIETs,
two programs evolved for school improvement.
Under the twinning program, 84 private schools
were twinned with their neighboring government
schools with both school heads and teachers
jointly declaring their determination to improve
both schools. At the end of the year-long process,
school results improved through a variety of
initiatives by 24%. The strategies were varied and
creative. For instance, private schools offered their
library, laboratories and teachers to government
schools; government schools enabled private
schools to participate in science fairs, cultural
programs, mathematics quiz and so on. Another
model involved a psycho-social approach. A

group of student teachers and teacher educators
selected a school and worked intensively with
the school. While teacher educators provided
support to the school teachers, student trainees
worked with children to identify their problem,
provide additional classes, and communicate
children’s problems to teachers and teacher
educators. Although practiced only in around 20
schools, this proved to be a robust model. As the
results of the government school met the target
that year, the energy was palpable. The road to
school improvement appeared to take on systemic
roots. The DIETs focused on attempting to generate
contextualized curricular materials by
documenting local crafts, water bodies, flora of
their districts etc.

The lessons from Jahangirpuri did not
directly and linearly transfer to SCERT, rather it
provided elements of possibilities. The deep
engagement of NGOs and academicians at
Jahangirpuri could not be replicated at the scale
of the state and this was highlighted by an
evaluation team at IASE. However,  the strategy
at state level was to influence policy and
implementation under the scrutiny of the
community watch groups for school education
who were quick to highlight gaps in schools.

The NCF 2000 brought an extra challenge not
learnt at IASE. As Director, SCERT, the
memorandum states that it was my job to advise
the state government on policies and programs.
This mandate enabled challenging the NCF 2000
in the Supreme Court challenging NCERT and
MHRD. Following this, SCERT, Delhi was, for the
first time, asked to prepare all the textbooks for
the elementary stage in a span of less than a year.
Ordinarily, this might be impossible, but the
energies released through the various initiatives
had generated a groundswell of support to
SCERT. More than 300 academics, NGOs,
researchers, school teachers from both private and
government schools, student teachers and
community group members participated in this
exercise, and the Indradhanush series of textbooks
were ready in time for the academic year 2004.
The books were strongly grounded in the context
of Delhi, fore grounded in the milieu of the
children of the government schools even while
drawing on the best of research and archival
materials available. By 2005, several members of
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the SCERT textbook team had joined the NCERT
initiative of preparing the NCF 2005, and later,
the NCERT textbooks.

To challenge NCF 2000 on academic grounds
might sound controversial; looking back, in fact,
it was no more controversial than the intense
culture of group meetings at IASE. When I was
probed to justify what I wanted to do at IASE,
there were many tense exchanges, tears, anger and
frustration but then, as with the Supreme Court
case, they were born out of deep engagement with
what we stood for. True learning is never always
joyful, like life, it has its shares of hopes, fears,
anger, feelings of betrayal and alienation. The fact
that I am writing this at the behest of MHRD and
that I am still welcome at NCERT belies the
common perception that if you challenge ideas of
those who are in power, you are wrong to do so,
or you will be punished.

The SCERT and DIETs have been assigned an
incredible set of responsibilities unparalleled in
the world. Briefly from recollections, they are to:

• advise state government on educational
policies and programs

• qualitative improvement at all levels of
education

• through DIETs, responsible for universalization
of elementary education

• affiliating authority for teacher education at
elementary levels for all teacher education
institutions run by both private and
government agencies.

• responsible for conducting entrance
examinations for Diploma in Elementary and
Early Childhood Care and Education for both
government and private institutions, the
numbers of which are higher than all
students who attempt the Joint Entrance

Examination for Indian Institute of
Technology (JEE-IIT).

• provide pre-service education

• provide a 3-week, in-service education to
every teacher in the state/district each year

• develop quality teaching-learning materials
including textbooks

• now act as academic authority under RtE

• now organize in-service and perhaps pre-
service teacher education for secondary
school teachers under Rashtriya Madhyamik
Shiksa Abhiyan (RMSA)

• be responsible for the achievement of children
at all levels

• responsible for adult literacy of state and
districts

• organize EduSAT programs

• conduct National Achievement Surveys on
behalf of NCERT

• compile data for MIS

Reconciling these responsibilities with the
autonomous contextualized plans for DIETs and
SCERTs is a tremendous challenge. Of particular
relevance are the multiple organizations which
add to perceived notions of whether DIETs and
SCERTs have performed or not. For instance, the
state has expectations from SCERT and DIETs
which are not specifically part of the Teacher
Education Scheme of the central government.
NUEPA, NCERT, universities may have a different
set of expectations from them. The most recent
expectations are for SCERTs to act as academic
authority and for DIETs to provide pre and in-
service training for RMSA. Each of these has
tremendous scope and implications for quality
improvement.
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M.P. Sharma

CTEs and IASEs : A journey of two decades

Abstract

This paper attempts to look back at the Centrally Sponsored Scheme
for Teacher Education over two decades and points to the gaps in

policy as well as the potential in scheme.

Background
The National Policy of Education 1986, is a
significant landmark in the history of education
of post independence India. While observing the
considerable expansion of educational
institutions all over the country and in the light
of the new challenges of the 21st century, the policy
visualized the need for radical efforts to be made
for improving the quality of education. It has
rightly observed that 'Education in India stands
at the crossroads today. To enable the people to
benefit in the new environment will require new
designs of human resource development. The
coming generations should have the ability to
internalize new ideas constantly and creatively.
All this implies better education. Nothing short
of this will meet the situation.'

Recognizing the need for radical change in
the entire educational system of the country, the
policy not only recommended creating
appropriate infrastructural facilities and
allocation of required funds, it also gave a number
of concrete suggestions for enhancing academic
standards and strengthening different areas of
education, including education of teachers. The
policy observed that improvement of status and
professional competence of teachers needs to be
given highest priority as it is crucial for desired
educational reconstruction. As a result of this,
Government of India introduced a ‘Centrally
Sponsored Scheme’ (CSS) in 1987 with the
specific objective of 'Restructuring and
Reorganisation of Teacher Education' in the
country and through which it provided huge
financial assistance to the state governments for
development of infrastructural facilities and for
creating academic resources required for
strengthening of teacher education institutions
enabling them to discharge their functions
effectively in the new scenario.

Inception of CTEs and IASEs under CSS
One of the main objectives of the CSS for teacher
education was to establish DIETs in each district
of the country and also to upgrade selected
institutions as CTEs and IASEs in every State. While
DIETs were expected to take care of the quality at
elementary education, CTEs and IASEs were
expected to chalk out programs for enhancing
quality of instruction, training of teachers, research
and innovations by empowering teacher
educators, teachers and heads of the institutions
working in secondary and senior secondary level
institutions. As a result of this, 571 DIETs, 104
CTEs and 31 IASEs came into existence. The
institutions were established in phased manner.

The scheme was appreciated as an
innovative model by teacher educators and by
educationists.

CTEs and IASEs: Experiences of two decades
Ever since independence, almost all the policy
documents have emphasized the need for a strong
system of professional development of teachers
and teacher educators working at different levels.

Creation and upgradation of teacher
education institutions such as CTEs and IASEs
in the country was indeed a unique opportunity
and radical step in the direction of strengthening
and building educational capacity of both
institutions as well as teachers and teacher
educators working in these institutions. These
institutions have now completed almost two
decades of their consolidation.

Some of the observations about these
institutions are as follows:

• Announcement by MHRD about the

upgradation of selected teacher education
institutions  such as CTEs and IASEs fostered
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new enthusiasm in these institutions due to
the association with and initiation of
Government of India and also due to the
provisions of strengthening these institutions
by providing additional financial,
infrastructural and human resource related
inputs. Most of the teacher education
institutions, due to weak financial positions,
did not have even the basic requirements such
as buildings, furniture, equipment, library
resources, computers and education
technology ET related gadgets and had
mainly restricted their role to conducting
B.Ed. and M.Ed. courses. The immediate
benefit of this scheme came out in the form of
creation of essential infrastructural facilities
and human resources for taking off as
comprehensive institutions of teacher
education, expected to perform multifaced
roles. The change in perception and vision of
teacher educators about this wide role was
another benefit and it also started influencing
the institutional culture and academic
atmosphere of some of these organizations.
Attempts were also made to create new internal
structures in the light of expected functions.
Teacher educators through training programs
got an opportunity to build new relationships
with the teachers and principals working in
schools, enabling them to develop better
insight into pedagogical issues.

Apart from these gains, there are issues
which hampered the growth and functioning
of these institutions which are as follows:

• While implementing this scheme, necessary

ground was not available, both at state and
institutional level. Many of the upgraded
institutions are still not very clear about their
role as CTEs and IASEs. As a result of this,
the only change visible in most of them is that
now they how better infrastructure and
facilities. However, a good number of
upgraded institutions started realizing that
to develop as a professional institution of
teacher education they need to redesign and
rethink their new role.

• Secondly, as the scheme was implemented

through state governments, a number of
modifications were made at state level, which

affected the process of growth and functioning
of these institutions. For example, the states
decided who became a CTE and who became
an IASE as well as the training schedule.

• Very few upgraded institutions took shape

as a complete upgraded unit as expected in
the guidelines of CSS. So much so that two
separate, water-tight departments were
functioning within the CTE/IASE, one only
concerned with M.Ed., B.Ed. programs and
the other with the in-service program as
required under CSS.

• Another major lacuna at the implementation

level has been that the heads and teacher
educators of CTEs/IASEs hardly had any
orientation about their new role. As a result
of this, the academic and managerial
metamorphasis which was needed inside
these institutions never happened. Most of
these institutions lacked the appropriate
internal organization and management
processes. The design, content and
transactional strategies adopted in training
programs were not very much different than
that of a traditional training institute. The
purpose of research was not very clear and
extension and lab-area activities were not even
started barring a few exceptions. Initiatives
taken by NIEPA and NCTE in the form of
discussion and orientation meets of the faculty
of IASE/CTE were good but inadequate.

• The mechanism of monitoring of the activities

of these institutions was also not strong.
Although, there was a provision of a
Programme Advisory Committee (PAC) for
each CTE and IASE, mostly meetings of PAC
were being held only once in the beginning of
the session, discussing mainly routine matters.

• In the absence of a suitable strong nodal

agency in the states, issues related to
coordination/autonomy/quality were not
properly addressed and ensured. Agencies
such as ‘State Boards of Teacher Education’
could do this job more effectively.

• For successful implementation of this scheme

there is an urgent need for professional
development and academic empowerment of
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the faculty at IASE/CTE. For this, selected
IASE/CTEs could have been further
upgraded as ‘Academic Staff Colleges’ in the
area of teacher education. This is even more
important in the light of the huge number of
new B.Ed. colleges that have come into
existence during the past few ten years and
the functioning with fresh faculty having very
little experience. The orientation and training
of secondary level teacher educators is also
important for realising the goals of RMSA;
and IASEs and CTEs will be required to make
necessary preparations in this area also.

• Since the recurring grants for salary, training

programs and research activities were rooted
through the State Department of Education,
it was either delayed or distributed
irregularly. This had adverse effects on the
training programs, research related activities
and other responsibilities.

• The pre-service teacher education programs

like B.Ed., M.Ed. etc, remained unaffected in
most of the cases and continue to operate on
traditional lines due to the absence of synergy
required in internal functioning.

The scheme is no doubt good but needs to be relooked
and redesigned in the light of new expectations.
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N. Upender Reddy and S. Vinayak

State curricular reforms and professional development of
teachers and teacher educators in Andhra Pradesh

Abstract

This paper focuses on the development of the curriculum framework in Andhra Pradesh.

Drawing on the extensive learning from the basic education initiatives over two decades, the

major changes in the new framework include school development plans, teacher training

programs, teaching materials and curriculum development that reflect the National

Curriculum Framework and are also organic to the state.

Introduction
The National Curriculum Framework (NCF) 2005
is the document that recommends curricular
guidelines for centrally run and state schools
systems. States however, are expected to prepare
their own state curricular frame works. The
experience of the earlier NCF 2000 indicated that
very few states attempted to create curricular
frameworks. There were several reasons why
Andhra Pradesh decided to prepare its own
framework in 2011.

Firstly, many policy changes have been taken
place after NCF 2005. RtE 2009, NCFTE 2010,
National Knowledge Commission, 11th and 12th
Five-Year Plan formulations are documents that
have provided thrust to improve access to quality
elementary education. There was need to examine
their implications for states.

Secondly, there has been a long-standing
process of capacity building of Andhra Pradesh
state resource groups in various aspects of
curriculum over the last two decades under the
basic education programs. Some of these
programs are- Andhra Pradesh Primary
Education Project (APPEP), District Primary
Education Program (DPEP), Sarva Shiksha
Abhiyan (SSA) in collaboration with Vidya
Bhawan Society, Delhi University and Institute
of Education, London. Agencies such as
Educational Consultants of India Limited
(Ed.CIL), NCERT, Eklavya, Homi Bhabha Center
for Science Education (HBCSE), Mamidipudi
Venktarangaiah Foundation, Jana Vignana
Vedika, Save Education, Plan International,
America India Foundation, Aga Khan Education

India have also provided support. An
understanding has developed among the state
and district resource groups on the child, nature
of the child, learning, subject-based approaches,
and teaching-learning processes, teacher-pupil
relationships and so on.

The resource groups in the state deliberated
on the NCF 2005 including the position papers
and felt that the state required a curriculum
framework that could address perceived gaps in
policy and bring in a local approach based on
our experiences and knowledge gained during
the implementation of basic education programs.

Revisions of textbooks undertaken by
Andhra Pradesh based on NCF 2005 for classes 1
to 6 in 2007 revealed that they did not reflect the
spirit and approaches of NCF 2005 mainly
because the curricular renewal process was
understood in a limited sense of revision of the
syllabus and textbooks. These did not reflect core
issues that needed to be addressed to transform
school education in a holistic sense. In certain
areas of curriculum, the syllabus of NCERT was
adopted in its entirety and thus lost the local
context in terms of culture, economic practices etc.
It was also felt that there was need to
institutionalize good practices and pedagogical
reforms gained through the implementation of
DPEP and SSA.

More importantly, RtE mandates specific
curricular and evaluation reforms which need to
be reflected in the classroom process. That would
be possible only if they were an integral part of
curriculum and textbook reforms. Therefore,
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thorough discussion on state specific concerns,
systemic issues of implementation of curriculum,
a state-specific curriculum framework along with
position papers on all the areas that would impact
children’s education emerged.

Eighteen focus groups were constituted with
a chairperson from reputed institutions from the
state and an expert at the national level. The
government constituted an advisory and a
steering committee to guide and finalize the state
curricular reforms. After examining the NCF
position papers, certain modifications in the title
and nature of position papers pertaining to few
areas were made. The State Curriculum
Framework (SCF) focused on not only on critical
aspects of various issues but also focused on the
implementation part. Primary focus was laid on
aspects that led to active interactions of the child.

State Curriculum Framework (SCF) process
Initially the discussions were held within the
focus groups with representatives from teachers,
teacher educators, NGOs and educational
managers followed by small group meetings that
developed the first drafts. The drafts were further
developed with the help of steering committee
members and placed in the Andhra Pradesh
SCERT (www.apscert.org) web site inviting
suggestions from the public. Regional conferences
followed by district level conferences in DIETs
are also being organized for feedback. The steering
committee will later review the suggestions and
comments received and finalize the SCF and
position papers and place them before the
advisory committee for approval.

Section 29 (2) of RtE, came in for special
discussion as it mandates teaching-learning
processes that reflect activities, discovery and
exploration in a child friendly and child-centred
manner. The textbooks will also need to be in
consonance with academic standards laid down
across the subjects and grades. Further,
procedures for the implementation of continuous
comprehensive evaluated needed to be worked
out. Section 29 (2) emphasizes that the curriculum
and evaluation procedures must focus on the
areas related to conformity with the values
enshrined in the Indian Constitution,
development of the whole child, building up
child’s knowledge, potentiality and talent,

development of physical and mental abilities to
the fullest extent, learning through activities,
discovery and exploration in a child friendly and
child-centered manner, the medium of instruction
shall, as far as possible, be in child’s mother
tongue, and making the child free of fear, trauma
and anxiety and helping the child to express
views freely. The school timings, infrastructure,
working days, teacher provision, teacher
preparation etc. have been discussed as a part of
systemic reforms and pledged to provide enabling
conditions for effective implementation of
curriculum. It was also proposed for certain
regulatory mechanisms in terms of their
institutional timings, working days, curriculum
load, fee structure, stress on children,
implementation of creative subject areas The
decentralization in management of school
education through involvement parents and
panchayati raj institutions (PRIs) as per the 73rd
constitution amendment.

These have to be integrated with the NCF
2005 where assumptions about working with
children, teachers, community, parents, learning
processes, knowledge, sources of knowledge,
child centered pedagogy and children’s learning,
constructivism have been described and ways
and means suggested to improve the curriculum
and textbooks.

Uniqueness of the process
The process in Andhra Pradesh was
characterized by involvement of personnel at
various levels in the process of curricular reforms.
These included teachers, state resource group
members, representatives of local culture, artisans;
involvement of DIETs in awareness building and
consultative processes at district levels; resource
support of national level pace-setting institutions
and NGOs.

The proposed continuous comprehensive
evaluation is formative in nature focusing on
assessment for learning and assessment as
learning. The quality of learning in terms of
expected subject specific competencies is
emphasized instead of marks or grades.
Appropriate weightage is being provided to the
creative areas like Art and Craft Education, Works
Experience, Health and Physical Education,
Ethics and Values. These are now viewed as part
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of the curriculum and not co-curricular areas.
Source books are being developed subject-wise
discussing the nature of learning, nature of subject,
what to assess in the subject i.e., knowledge skills,
attitudes, values etc. and how to assess both in
qualitative and quantitative terms. Every care is
being taken up to reduce the number of recording
formats. The final progress sheet reflects a
comprehensive profile of the developing child. The
tools for assessment include observations,
portfolios, children’s note books, subject specific
project works, presentations etc.

Performance indicators for children include
learning indicators in various subject areas
reflecting the nature of the subject. Performance
indicators for teachers, teaching learning

processes have also been evolved. The core
learning indicators in each subject includes
conceptual understanding, application, skills,
abilities and attitudes. The learning indicators
are not linear but holistic in nature. The
indicators are stage specific i.e., Level I includes
class 1 and 2; Level II : classes 3, 4 and 5; Level
III : classes 6, 7 and 8; Level IV : classes 9 and
10.

The issue of discipline is being discussed to
remove corporal punishment and plans for
strategies that introduce positive discipline in
schools have emerged. The focus is on teacher-
student relationships with an understanding of
children’s background. The work of NGOs has

greatly informed this initiative.

The SCF that has emerged is distinct from NCF 2005 in the following ways:

  NCF Position Papers SCF Position Papers

  There was one position paper on Separate position papers for Indian
  Indian languages languages like Telugu, Hindi, Urdu

with appropriate representations

  Peace Education Focus on constitutional values and Rights-based approach

  Position paper on Examination Assessment for learning and assessment as
  Reforms learning ; formative continuous and

comprehensive evaluation

  Diversities– SC, ST, children with Diversities – SC, ST, children with special
  special needs (CWSN) and girls needs, minorities and girls are represented as a part of SCF.

The state has developed academic standards
which are subject specific and grade specific. The
standards are bench marks in terms of expected
learning outcomes, teaching-learning processes,
teaching-learning material, teacher preparation
and performance.

Proposed action points for finalizing the state
curricular reforms
As a part of State Curriculum and Evaluation
reforms varied activities are being taken up for
teacher and support orientations for effective
implementation of RtE. The proposed plan for
finalizing the reforms includes beginning with
a meeting of the steering committee that will
involve chairpersons of the position papers to
discuss the draft position papers and state
curriculum framework. The goal of this meeting

is to finalize the state curriculum framework,
position papers, syllabus and academic
standards. Further, these will be publicized and
orientation programs will be conducted for
teacher educators, teachers, field functionaries,
NGOs and other resource personnel. Another
aspect of this will involve the development of
textbooks and other learning materials, teacher
handbooks based on the revised syllabus and
textbooks. Orientation will be provided to the
teachers on the revised syllabus, new textbooks
and academic standards. The implementation
of the curriculum will be monitored and periodic
evaluation of curriculum will be implementation.

Material development will also be a focus.
The goal is to develop specially designed age
appropriate learning material including bridge
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course materials for the dropout/never enrolled;
children enrolled in the age specific grades.
Orientation will be organized for teachers
through developing district resource groups
(DRGs). A focus will also be on the development
of the framework and guidelines for the
implementation of continuous and comprehensive
evaluation. Cumulative record for every child will
be the basis for the awarding completion
certificate, and the target will be on the
development of grade specific and subject specific
competencies. Specific guidelines on the ban on
corporal punishment and implementation of
positive discipline will be developed.

A part of the work will also include
preparation of a school development plan and
guidelines for its implementation. Early childhood
education (ECE) curriculum and guidelines for
effective implementation of early childhood (pre-
school) education will be developed. Standards for
professional practice and teacher preparation
(Academic Standards) will be developed.
Performance indicators for institutions will be a step
towards accountability for children’s performance
(Result Framework Documentation). A huge task
also includes the designing and development of
quality monitoring tools and guidelines for RtE
implementations. Lastly, focus will be on another
key critical component- development of in-service
teacher training design. These will include and
appropriate training strategies and capacity

building of resource persons.

Reflections on professional development of
teacher educators in Andhra Pradesh
The SCF process has been built on the long term
professional development of teachers and teacher
educators that have been taken up as a part of
several basic education programs implemented
in the state viz., APPEB implemented during
1990-1995 and DPEP implemented in the state
during 1996-2004 and SSA being implemented
in the state during 2004-2005 until now.

The major objective of APPEB was to improve
the quality of primary education through capacity
building of teachers and teacher educators. A
series of workshops and training programs have
been conducted through active involvement of
DIETs for the professional development of
teachers and field functionaries. The teacher

educators from DIETs and SCERT staff have been
deputed to University of London Institute of
Education (ULIE) for a period of three months to
undergo orientation and visit the schools. An
eighteen day orientation program was organized
for teachers and teacher educators of DIETs under
SCERT and APPEP State Project Office with the
professors of ULIE. The concept of teacher centers
(CRCs) has been introduced for the first time to
provide a platform for professional exchange
among the teachers at cluster level.

Under DPEP, well organized capacity
building programs have been planned and
organized with the involvement of national level
institutions i.e., Delhi Universities, Vidya Bhawan
Society, DPEP Kerala, Ed.CIL, New Delhi,
Department of International Development (DFID).
Strong state resource groups (SRGs) have been
developed. The deliberations are focused on basic
assumptions about child, learning, subject nature,
community role and participation, teaching
learning processes, material development and so
on. The cluster resource centres established under
APPEB have been strengthened with
establishment of BRCs and training a cadre of
BRC resource persons. The DPEP resulted in
several learning goals for the participants.
Teachers and teacher educators understood that
children are endowed with certain innate
potentialities and not tabula rasa (clean slate).
They learned that learning takes place through
meaningful interactions and participation. They
understood that while the orientations and
trainings are theory oriented and textbook
oriented, practice can take many forms. For true
teaching to take place, active involvement and
participation of children is essential and this can
be provided through experiential learning during
the trainings and hands on experience with
material development. This activity oriented and
child centered pedagogy had been introduced
during APPEP and teachers internalized the
scope of its application during DPEP. The capacity
building of teachers and field staff encompassed
areas that focused on child development. These
included learning about the innate abilities of the
child, natural learning experiences, profile of
learning activities, nature as a subject area, nature
of the child, nature of learning, student
assessment process, out of school children, child

23



Voices of Teachers and Teacher Educators

labour and child rights. It also included an
overview of alternative forms of education and
pedagogy, developing community participation,
learning to teach with interactive materials and
making of teacher generated question papers.

Under  SSA, the trainings and capacity
building programs are program based i.e.,
Children Language Improvement Program (CLIP),
Children Language Accelerating Program for
Sustainability (CLAPS), Learning Enrichment
Program (LEP) and goal oriented. Strong state and
district resource groups have been constituted and
developed. The program moved from institutions
to resource groups. The academic role moved from
SCERT, DIETs to the State Project Office which
emerged as an academic hub. The major lessons
learnt from SSA are as follows:

• Program based support and teachers and
teacher educator involvement in trainings,
workshops leads to professional learning
and academic development.

• Undertaking research projects and program
evaluation are rich sources of professional
input to the teacher educators of DIETs,
SCERT and State Project Office.

• Autonomy to DIETs for conceptualizing
quality program, planning and
implementation led to capacity building of
teacher educators.

• Setting performance indicators and reviews
of schools performance at block, district and
state level made system transparent and
developed academic culture of institutions.

• Book reviews, regular academic writing, sharing
innovations, pedagogies at CRC meetings leads
to teachers’ professional development.

• The system identified the importance of
reading and the importance of children’s
literature as a strategy for improving the
literacy skills among children. The nature of
knowledge developed among teachers and
teacher educators have been developed
through reading books, training programs,
etc., but not generated through reflective
practice and research. The exposure,
reflections and learning as a part of the project
improved the capacity building of the staff

and helped them in undertaking appropriate
curricula reforms and systemic reforms.

• The CRC meetings began with a review of
children’s performance and attendance
across participating schools. This also
included development of lesson plans and
TLM for the forth coming units.
Demonstration lessons were an integral part
of the program. Discussions on contemporary
educational themes, book reviews, planning
for next meeting, and documentation of the
proceedings.

In retrospect, the SSA programs also reflect
more centralization at State Project Office rather
than conceptualization and implementation in a
decentralized way at the district and sub district
level. Ownership on the improvement of quality
at elementary level among professional institutes/
resource centres like DIETs, BRCs and CRCs was
missing. There is not much networking at the
expected levels between DIETs, CRCs and BRCs
and other related institutions i.e., SCERTs, CTEs
and IASEs. The higher learning institutions i.e.,
CTEs and IASEs and universities are not actively
involved and there is a gap between quality
initiatives and teachers institutions. Trainings
become diluted in certain places because of lack
of strong resource persons. However, the subject
forums constituted at state and district level have
not been institutionalized and strengthened on a
regular basis. The innovative programs such as
wall magazine, children’s diary, children’s clubs
etc., have not been understood and the educators
felt that these were peripheral activities that did
not support children’s learning. Researches on the
areas were undertaken that focused on
management and assessment issues. Specifically,
some of the topics included managing time on task,
external evaluation of various interventions under
SSA, children’s learning achievement (external
evaluation), impact of distance education
programs, a study on children’s literature and its
impact, and a study on teacher absenteeism.

The SSA experience also indicated some
systemic issues. The School Education
Department was under two ministers and two
principal secretaries, but one director of school
education. Decentralization, thus, was at the
higher rather than lower levels. Service matters
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were under one minister and secretary and SSA
was under another minister and secretary. This
lead to coordination issues between departments
and SSA. The district level project officers were
from departments other than education, for
example, Revenue, Co-operative, Animal
Husbandry, Ground Water, Treasuries and
Accounts etc. They often lacked the focus and
concern for education.

Learning from basic education University of
London Institute of educ.ation (ULIE) process
The learning process was characterized by a
collaborative effort. The notion of training and
capacity building changed from listening to an
expert hours together in lecture mode to working in
groups on a particular task in collaboration with
resource persons as the facilitators. The library was
used as a major reference resource for the given tasks
and also for collecting some of the useful material
and articles. Pre-training course materials were
introduced so that the participants could come
prepared to learn and ask questions. The capacity
building workshop that lasted for 18 days, focused
on development of content areas. It introduced
teacher educators to the themes that included
introduction to six pedagogical principles, language
teaching and activities (one unit with examples and
activities), Math, EVS 1 and EVS 2, demonstration
lessons, development of lesson plans by each
individual and practice in the schools being
observed by the other participants and trainer. The
last module was the course end evaluation.

1 The process was initiated by Mr. Md. Ali Rufath,
State Project Director and Director, SCERT with
approval of Mrs. Chandana Khan, Principal Secretary,
School Education. Mrs. Seshu Kumari, the present
Director, SCERT has taken in forward. The SCERT,
A.P. has initiated the entire process of curricular
reforms through the Department of Curriculum,
Textbooks and Pupil Assessment. The curriculum
support group members include—

Dr. N. Upender Reddy, Professor and Head, C&T
department,  Dr. V. Sudhakar, Professor, EFLU,
Hyderabad, Mr. S. Vinayak, SRG & Coordinator,

Dr. Shankar, Lecturer., DIET, Dr. TVS. Ramesh, SRG,

Mr. Ramesh Rao, SRG and Mr. K. Rajender Reddy, SRG.

The process was closely guided by the Prof. Ramakant

Agnihotri, Dr. H.K. Dewan, Mr. Kamal Mahendroo
of Vidya Bhawan Society and Mr. CN. Subramanyam
of Eklavya.

2 The steering committee headed by Dr. PM.
Bharghava, Ex Director, Cellular and Molecular
Biology and Former  Member of National
Knowledge Commission. Prof. Haragopal,
University of Hyderabad and ex-officio Vice-
Chairman, Human Rights Cell. All the chairpersons
of the position papers are members of the steering
committee. The members include—

Prof. Haragopal, HCU, Chairman

Dr. H.K. Dewan, Vidya Bhawan Society, Udaipur.

Prof. V. Sudhakar, English & Foreign Languages
University Hyderabad.

Prof. Ramakant Agnihotri, Delhi University, New
Delhi.

Dr. Arvind Sardana, Eklavya, Hoshangabad, Madhya
Pradesh.

Dr. Anandan, SSA, Kerala

Dr. Kamal Mahendro, Science Expert, Vidya Bhavan
Society, Udaipur

Prof. Krishnam Rajulu Naidu, Osmania University

Gurveen Kaur, Director, Centre for Learning,
Secunderabad.

Dr. A.K. Singh, Chief Pedagogy Consultant, Ed.CIL,
New Delhi.

Alex George, Eklavya, Madhya Pradesh

Jyothstna Vijapurkar, Homi Bhabha Science Centre,
Mumbai

Gopal Reddy, Principal, IASE, Hyderabad

Sri. Reddy Prakash, Secretary (Retd.), APREIS

Liyakath Ali, DIET, Mahaboobnagar.

Thaqui Hyder, DIET, Vikarabad, A.P.

Dr. C.N. Subramanyam, Director, Eklavya.

Dr. Poranki Dhakshina Murthy, Linguist and Rtd.
J.D., Telugu Academy, Hyderabad.

Curriculum Support Group Members:

Dr. N. Upender Reddy, Prof. SCERT

Mr. Vinayak, Coordinator, SCERT & Former
Member, NCERT General Body

Dr. P. Shankar, Lecturer, DIET, Warangal.

Mr. K. Rajender Reddy, State Resource Group.

Mr. TVS. Ramesh, State Resource Group

Mr. KKV. Rayalu, Lecturer, SCERT.
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mRiy pØorhZ

NÙkhlx<+ jkT; esa uohu Mh-,M- ikB~;p;kZ fuekZ.k

NÙkhlx<+ esa f'k{kd&f'k{kk gsrq ikB~;p;kZ fuekZ.k dk
dk;Z ikB~;iqLrd ys[ku ds lkFk gh 'kq: gks x;k FkkA
rRdkyhu f'k{kk lfpo o jkT; 'kSf{kd vuqla/kku o
izf'k{k.k ifj"kn~ ¼,l-lh-bZ-vkj-Vh-½ ds lapkyd egksn;]
nksuksa dk ekuuk Fkk fd ftl ǹf"V o ifjizs{; dks /;ku
esa j[kdj ikB~;iqLrdsa cukbZ tk jgh gSa mlh ifjizs{;
dks /;ku esa j[krs gq, f'k{kd&f'k{kk ds ikB~;p;kZ esa
Hkh cnyko fd;s tk;as 2003&04 esa f'k{kd&f'k{kk dh
ikB~;p;kZ ij dk;Z 'kq: gqvk o yxHkx ,d o"kZ ds
le; esa ikB~;p;kZ dh :ijs[kk dk izFke izk:i rS;kj
fd;k x;kA

bl izk:i dks rS;kj djus esa ,l-lh-bZ-vkj-Vh- ds
lkFk&lkFk vU; laLFkkvksa fnxUrj] fo|k Hkou o
,dyO; dk Hkh lg;ksx feykA vc le; Fkk ikB~;p;kZ
o fofHkUu fo"k;ksa dh lkexzh fuekZ.k dkA ysfdu blh
chp ,l-lh-bZ-vkj-Vh- o f'k{kk foHkkx ds izca/ku esa
dqN Qsj&cny gq,A f'k{kk lfpo Hkh u, fu;qDr gq,
o lapkyd HkhA vkSj blh ls ;g dke #d x;kA
;|fi ikB~;iqLrd cukus dk dk;Z pyrk jgkA

blds i'pkr~ o"kZ 2007 esa iqu% Mh-,M- ikB~;p;kZ
fuekZ.k dk dk;Z ,l-lh-bZ-vkj-Vh- esa 'kq: fd;k x;kA
bu rhu&pkj lkyksa ds nkSjku ikB~;iqLrdksa ij dk;Z
djrs gq,] mudh Vªk;fyax o d{kk&d{k voyksdu
djrs gq, lewg dks ;g vuqHko Hkh gks x;k Fkk fd
f'k{kdksa dks u dsoy ikB~;iqLrdksa dh fo"k;&oLrq dks
i<+kus esa dfBukbZ vk jgh gS oju~ mudh f'k{kk dh
le> Hkh ifjiw.kZ ugha gSA ,l-lh-bZ-vkj-Vh-] MkbV ds
ladk; lnL;ksa o vU; lg;ksxh laLFkkvksa fnxUrj]
,dyO;] fo|k Hkou] vkbZ-lh-vkbZ-lh-vkbZ-] vt+he
izseth QkmaMs'ku bR;kfn ds izfrfuf/k;ksa ds lkFk gqbZ
,d dk;Z'kkyk esa ;g ikB~;p;kZ o fo"k;&oLrq fuekZ.k
dk dk;Z 'kq: gqvkA

;gh ugha tc izpfyr ikB~;p;kZ dh leh{kk dh
xbZ rks mlesa Hkh dqN bl rjg dh ckrsa le> esa vkbaZ&
• fofHkUu fo"k;ksa esa dksbZ esy (link) ugha FkkA vkSj

u gh fo"k; d{kk&d{k o 'kkyk dh okLrfod o
O;kogkfjd ifjfLFkfr;ksa dks le>us esa o muls
tw>us esa enn djrs FksA

• fo"k;&oLrqvksa esa f'k{kk dh ,d ifjiw.kZ le> dk
vHkko FkkA ifjiw.kZ ;kuh f'k{kk D;ksa t+:jh gS\
f'k{kk o lekt dk D;k fj'rk gS\ 'kkyk dk
lekt ls D;k fj'rk gS\ fofHkUu fo"k;ksa dks D;ksa
i<+k,¡\ fo"k;ksa dks i<+kus ds rjhds dk cPpksa dh
izd`fr o {kerk ls D;k laca/k gS\ f'k{kd dh
Hkwfedk dSlh gks bldk fo"k; dh le> o lh[kus
dh le> ls laca/k bR;kfnA

• izpfyr ikB~;p;kZ f'k{kd dks u;k lkspus] ubZ
izfØ;kvkas dks ij[kus o mu ij loky mBkus ds
fy, rS;kj ugha djrkA u gh ;g f'k{kd dks
vè;;u v/;kiu ds izfr #>ku mRiUu djus dh
ifjfLFkfr;k¡ fufeZr djrk gSA

• ;g Hkh le> vk;k fd izpfyr 'kkyk vuqHko dk;ZØe
o lS)kafrd fo"k;ksa esa dksbZ rky&esy ugha gSA

• r; fd;k x;k fd u;h ikB~;p;kZ bu fcUnqvksa
dks /;ku esa j[krs gq, cuk;h tk, tks f'k{kd dks
,d Lora= fopkj'khy O;fä le>rs gq, mls
cPpksa dks] muds lh[kus dh izfØ;k dks] lekt
dks] f'k{kk dh ewyHkwr vo/kkj.kkvksa] fo"k;&oLrq
dh ewyHkwr vo/kkj.kkvksa dks le>us o mu ij
loky Hkh mBkus esa enn djsA
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loZizFke ikB~;p;kZ fuekZ.k ds fy, dk;Z ;kstuk
cukbZ xbZA ;g r; fd;k x;k fd 'kq#vkr 'kkyk
vuqHko dk;ZØe esa cnyko ls dh tk; blls gesa
lS)kfUrd fo"k;ksa dh rS;kjh ds fy, Hkh i;kZIr le;
fey tk,xkA 'kkyk vuqHko dk;ZØe ds eq[; mís';
Fks&

• Nk=k/;kidksa dks 'kkyk ds lkFk dk;Z djds mlds
fofHkUu igyqvksa tSls Ldwy dh ikB~;p;kZ ftlesa
fo"k;ksa ds vfrfjDr Ldwy esa gksus okyh fofHkUu
xfrfof/k;k¡ ;Fkk lqcg dh lHkk] [ksy] nksigj dk
Hkkstu vkfn dks le>ukA buesa bl izdkj
lfEefyr gksuk tSls og Hkh f'k{kd gksaA mudk
y{; d{kk&d{k izfØ;kvksas] cPps f'k{kd dh Hkwfedk
dks] Ldwy dh fofHkUu O;oLFkkvksa dks le>uk gSA

• Nk=k/;kidksa dks muds }kjk fd;s x;s f'k{k.k
dk;Z ij foospuk djus dk volj feysA vius
lkfFk;ksa ds lkFk ml ij ppkZ djus ds lkFk&lkFk]
lkfFk;ksa dks vius fopkjksa ls voxr djkus o
muds fopkjksa ls Lo;a voxr gksus dk volj
feysA

• Nk=k/;kidksa dks cPpksa ds lkFk dk;Z djus dk
vf/kdkf/kd le; feysA ftlls mUgsa cPpksa dks
le>us o fo"k;&oLrq dks le>us esa enn feys o
lkFk gh lh[kus&fl[kkus dh izfØ;kvksa esa
vkRefo'okl fodflr gksA

bl gsrq 80 fnol dk dk;ZØe rS;kj fd;k x;k
ftlesa fuEu xfrfof/k;k¡ izeq[k Fkha&

• 10 fnu rd 'kkykvksa dk voyksdu

• voyksdu ds i'pkr~ 20 fnu rd rS;kjh dk
le;

• fQj 50 fnu f'k{k.k dk dk;Z nks pj.kksa esaA
nwljs pj.k esa vius dk;Z dk Lo&vkadyu

,d egÙoiw.kZ ifjorZu ;g Hkh Fkk fd f'k{k.k
dk;Z ds fy, Nk=k/;kidksa dks izfrfnu dh ikB;kstuk
u cukdj ,d lexz f'k{k.k ;kstuk cukuh FkhA dbZ
ladk; lnL;ksa dk ekuuk Fkk fd ikB ;kstuk ds cxSj
f'k{k.k dk;Z gks gh ugha ldrkA ;fn ikB ;kstuk ugha
gksxh rks ewY;kadu dSls fd;k tk,xk\

bl ij ppkZ gqbZ fd ikB ;kstuk dh D;k&D;k
lhek,¡ gSa\ ;g Nk=k/;kidksa dks lkspus dk [kqyk
ÝseodZ ugha nsrh gSA vkSj d{kk&d{k esa gksus okyh
xfrfof/k;ksa dk ,d iwoZ fu/kkZfjr] dM+k rjhdk ugha

gks ldrk D;ksafd ;g ,d balkuh laokn dh izfØ;k
gS vkSj gj balku Lora= fopkj djus dh {kerk j[krk
gSA ;g t+:j gks ldrk gS fd ge vius foLr`r
mn~ns';ksa dks /;ku esa j[krs gq, d{kk&d{k dh izfØ;kvksa
ds ckjs esa lkspsaA nwljk eqík ewY;kadu dk FkkA ikB
;kstuk esa ewY;kadu FkksM+k vklku gS ysfdu lexz
f'k{k.k ;kstuk esa ;g vko';d gS fd fu/kkZfjr fnuksa
ij Nk=ksa dh d{kkvksa dk voyksdu ladk; lnL;ksa o
f'k{kdksa }kjk fd;k tk; o mudh f'k{k.k ;kstuk esa
tks dfBukb;k¡ vk jgh gSa mudks tw>us esa mudh enn
dh tk;A blds fy, ge lcdh rS;kjh dh Hkh t+:jr
gS D;ksafd bl rjg ls ewY;kadu ;g vis{kk djrk gS
fd ewY;kadu djus okys dh Hkh f'k{kk ds fofHkUu
igyqvksa] fo"k;ksa ds ckjs esa dqN iq[rk le> gksA

nwljk egÙoiw.kZ igyw ewY;kadu ds ckjs esa ;g Fkk
fd ewY;kadu flQ+Z MkbV ladk; lnL;ksa }kjk gh u gks
cfYd mlesa 'kkyk ds iz/kkuv/;kid dh] f'k{kd dh
o Nk=k/;kid ds lkFkh Hkh gksaA

'kkyk vuqHko dk;ZØe MkbV izkpk;ksZa ds lkFk
feydj ,d vkilh le>kSrk ds rgr pyk;k tk jgk
FkkA blds fy, dksbZ vkSipkfjd vkns'k tkjh ugha
fd, x, FksA blfy, dbZ izkpk;ksZa us bls viuh
laLFkku esa ugha ykxw fd;k rks dqN us bl rjQ T+;knk
/;ku ugha fn;kA ijUrq fQj Hkh ftu laLFkkuksa esa ;g
pyk ogka¡ vkus okyh dfBukb;ksa ls irk py jgk Fkk
fd dgk¡&dgk¡ Li"Vrk dh vko';drk gS vkSj dqN
izi=ksa esa la'kks/ku dh vko';drk gSA izkIr QhMcSd
dh lgk;rk ls la'kks/ku dj vkSipkfjd #i ls lEiw.kZ
jkT; esa ykxw fd;k x;k ijUrq vkt Hkh yxrk gS fd
bl dk;ZØe esa vkSj dke fd;k tkuk pkfg, fo'ks"kdj
dk;ZØe ds f}rh; pj.k esa Nk=k/;kid 50 fnuksa ds
fy, vH;kl 'kkyk esa tkrs gSa] ;gk¡ MkbV ls nwj jgus
dh vof/k dkQ+h T+;knk gks tkrh gSA vr% bls dqN
[k.Mksa esa rksM+k tkuk gksxkA

lEiw.kZ dk;ZØe dks cukus ls ysdj ykxw djus rd
,dyO;] fo|kHkou mn;iqj] fnxUrj t;iqj] ,-ih-,Q-
vkbZ-lh-vkbZ-lh-vkbZ- Qkm.Ms'ku dh Hkwfedk vR;Ur
egÙoiw.kZ FkhA mUgksaus ges'kk vkxs c<+dj enn dhA bl
lEiw.kZ izfØ;k esa geus ;g lh[kk fd ,d vPNk dk;ZØe
rS;kj djuk gh i;kZIr ugha gS cfYd dk;ZØe ykxw djus
okyh laLFkkvksa ds lkFk fujarj tqM+s jguk ,oa LFkkuh;
dfBukb;ksa ds fujkdj.k gsrq la;qDr iz;kl djuk ,oa
ges'kk eukscy Å¡pk j[kuk t+#jh gSA
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blds ckn dk;Z 'kq: gqvk lS)kfUrd fo"k;ksa dks
ysdjA izFke o"kZ esa dqy Ng fo"k; Fks o Ng f}rh;
o"kZ esaA ;g ckjg fo"k; gksuk D;ksa t+:jh gS\ bl ij
foLr̀r ppkZ,¡ gqbZa\ vkSj lkFk gh ;g Hkh bu fo"k;ksa dh
fo"k;&oLrq D;k gksxh\ ifjizs{; ogh ftldh bl
ys[k dh 'kq#vkr esa geus ppkZ dh gSA lewgokj fo"k;ksa
dh ft+Eesnkjh nh xbZA izR;sd lewg esa ,l-lh-bZ-vkj-
Vh- lnL;] MkbV ladk; lnL;] lg;ksxh laLFkkvksa ds
izfrfuf/k lfEefyr FksA

izR;sd fo"k; dh lexzh pquko ds dqN fl)kUr
geus j[ks tks bl izdkj gSa&

• lkexzh Li"V o ljy 'kCnksa esa gks rkfd Nk=kè;kid
Lo;a i<+dj le> ldsA

• lkexzh esa d{kk&d{k o Ldwy ds O;kogkfjd igyqvksa
ds ckjs esa Hkh ckr gks ;kuh lkexzh o 'kkyk vuqHko
dk;ZØe esa ,d tqM+ko gksA

cgqr yEcs&yEcs iSjkxzkQ u gksaA chp&chp esa
dqN xfrof/k;k¡ o iz'u gksa tks Nk=k/;kidksa dks
lkexzh dks le>us esa enn djs lkFk gh muesa fparu
dh izfØ;k Hkh 'kq: djsA

dqN le> rks lkexzh fuekZ.k ds nkSjku cuh o
le> dks iq[rk djus ds fy, o foLr̀r djus ds fy,
lHkh fo"k;ksa ij MkbV ladk; lnL;ksa ds lkFk dk;Z'kkyk,¡
Hkh vk;ksftr dh xbZaA ysfdu tks mRlkg] tks'k lkexzh
fuekZ.k ds le; Fkk og dk;Z'kkykvksa ds nkSjku ugha
fn[kkA ,slk eglwl gqvk fd ikB~;p;kZ cukuk rks
dfBu dk;Z gS ysfdu mldks ykxw djuk vkSj Hkh dfBu
gSA dk;Z'kkykvksa esa ,d izeq[k leL;k Fkh ubZ pht+ dks
lh[kus dh yyd dk de gksuk o nwljh MkbV ladk;
lnL;ksa ij fofHkUu dk;ksZa dh ft+EesnkjhA nwljk mi;qDr
;kstuk dk vHkkoA mnkgj.k ds fy, dk;ksZa ds pyrs
dbZ ckj os lnL; dk;Z'kkyk esa vkrs ftUgsa og fo"k;
i<+kuk gh ugha gksrkA u gh os tkdj ml dk;Z'kkyk ds
ckjs esa vU; yksxksa ls ppkZ djrsA dbZ ckj ,sls lnL;
Hkh dk;Z'kkyk esa vkrs ftUgksaus izf'k{k.k rks izkIr fd;k
ysfdu d{kk esa dHkh i<+k;k ughaA

ysfdu MkbV foft+V ds nkSjku Nk=k/;kidksa ds
lkFk gq, vuqHkoksa us gekjs mRlkg dks c<+k;kA
vf/kdka'k Nk=ksa us ikB~;p;kZ dks Lo;a i<+us dk iz;kl
fd;k o mls le>k HkhA ckr&phr ds nkSjku mUgksaus
dbZ iz'u ,sls mBk, ftlus gesa dqN eqíksa ij lkspus dks
etcwj fd;k o dbZ ,sls mnkgj.k Hkh crk, ftlls
gesa yxk fd muesa lkspus dh izfØ;k dh 'kq#vkr gqbZ
gS dqN loky o fopkj fuEu gSa&

• cPpksa dh Hkk"kk lh[kus&fl[kkus dh 'kq#vkr
ekr`Hkk"kk ls gksuh pkfg;sA D;ksafd ;g flQ+Z Hkk"kk
lh[kus dk loky gh ugha gS ;g cPpksa dh vfLerk
o mudh laLd`fr ls Hkh tqM+k gSA

• cPps Lo;a lh[kuk pkgrs gSaA v/;kid dks mudh
lh[kus esa enn djuh pkfg;sA

• fofHkUu fo"k;ksa esa lacaf/kr gSA dyk esa tc ge
fofHkUu vkd`fr;k¡ cukrs gSa rks muesa dbZ rjg ds
iSVuZ ns[kus dks feyrs gSaA vkSj iSVuZ dks le>uk
xf.kr esa Hkh egÙoiw.kZ gSA

blh rjg loky Fks&

• 'kkyk esa D;ksa i;kZIr lkexzh miyC/k ugha gks ikrh
gS\

• D;k flQ+Z vPNh ikB~;lkexzh gh vPNh f'k{kk ds
fy, dkQ+h gS vFkok blds fy, dqN vkSj O;oLFkk,¡
Hkh djuh gksaxh\

• 'kkyk esa cPpksa dks Hkstus o i<+kus dks ysdj
ekrk&firk dh D;k ft+Eesnkjh gks\ bR;kfnA

yxk fd ,d 'kq#vkr gqbZ gSA dqN laokn 'kq:
gqvk gS ysfdu bl laokn dh fujarjrk cuk;s j[kus ds
fy, gesa dbZ iz;kl djus gkssaxs tSls MkbV o ,l-lh-
bZ-vkj-Vh- ds chp le;&le; ij ikB~;p;kZ ls lacafèkr
eqíksa ij ppkZA ,l-lh-bZ-vkj-Vh- o MkbV }kjk
Nk=kè;kidksa ds lkFk lkexzh ij dk;Z o mls fujarj
la'kksfèkr djuk] mlesa ubZ ppkZvksa dks lfEefyr djuk
D;ksafd ikB~;p;kZ fo"k; gh ,d rjg dk laokn gSA
vr% ;g dk;e jguk pkfg;sA
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vkj-ds- lsaxj

NÙkhlx<+ esa ikB~iqLrdksa ds ys[ku dk nkSj
Ok"kZ 2000 ds iwoZ e/;izns'k Hkkjr dk {ks=Qy ds
vkèkkj ij lcls cM+k izns’k Fkk ftlesa ekyok] fuekM+]
cqUnsy[kaM] egkdkS’ky] e/;Hkkjr ,oa NÙkhlx<+ vapy
lfEefyr FksA NÙkhlx<+ {ks= dh vkfnoklh cgqy
tula[;k gksus ds lkFk&lkFk ;gk¡ dh laLd`fr ,oa
ijEijk,¡ vU; {ks=ksa ls cgqr fHkUUk FkhaA izk;% ;g {ks=
ou laink vkSj [kfut lalk/kuksa ls Hkjiwj jgk gS pkgs
cLrj ,oa ljxqtk dk oukapy {ks= gks ;k fQj fodflr
{ks= jk;iqj nqxZ&fHkykbZ ;k fcykliqjA vfoHkkftr
eè;izns'k esa bu {ks=ksa dks okafNr egÙo ugha feykA
f'k{kk ds {ks= esa Hkh NÙkhlx<+ fiNM+k gqvk jgkA

'kgjh {ks=ksa esa f'k{kk dk {ks= dqN gn rd ikydksa
dh tkx:drk ds dkj.k vPNk jgk] fdUrq xzkeh.k {ks=
f'k{kk ls oafpr gh jgs gSA NÙkhlx<+ jkT; dk mn;
gqvk yksxksa dh ubZ&ubZ dYiuk,¡ vis{kk,¡ mtkxj gksus
yxhaA

e/;izns'k ds le; dh ikB~;iqLrdsa NÙkhlx<+ ds
ifjis{k esa [kjh ugha mrj jgha FkhA vr% ubZ&ubZ cuh
,l-lh-bZ-vkj-Vh esa ikB~;iqLrdksa dh leh{kk dh tkus
yxh bl dk;Z’kkyk esa xf.kr dh iqLrdksa dh leh{kk
esa eSa Hkh 'kkfey FkkA leh{kk mijkUr o ,l-lh-bZ-vkj-
Vh- esa gqbZ ppkZvksa ds mijkUr ;g r; gqvk fd NÙkhlx<+
jkT; ds o f'k{kk ds u;s fopkjksa ds vuq:i iqLrdsa
cukbZ tkuh pkfg,A ;g Hkh yxk fd blesa MkbV ds
yksxksa dh Hkkxhnkjh ds vykok fo"k; fo'ks"kKksa dh
Hkkxhnkjh Hkh gksuh gksxhA

o"kZ 2003 esa izkFkfed Lrj dh iqLrd ys[ku dk
dk;Z ,l-lh-bZ-vkj-Vh dk igyk cM+k dk;Z FkkA dk;Z
dh 'kq#vkr d{kk igyh dh xf.kr rFkk fgUnh ds
ikB~;iqLrd ys[ku ls gqbZA

'kq#vkr esa ,d dk;Z'kkyk dh xbZ ftlesa ge lc
'kkfey FksA blesa lzksr O;fDr;ksa vkSj gekjs chp f'k{kk
ds lkekftd ljksdkjksa] fofo/krk o cjkcjh] fo"k;ksa
dh le>] cPpksa ds lh[kus ds ckjs esa le>] ikB~;iqLrd
dh d{kk esa Hkwfedk] vPNh ikB~;iqLrd D;k gksrh gS
vkfn elyksa ij ppkZ gqbZA geus cgqr dqN lh[kk]
viuh le> dks ck¡Vk o ;g le> ik, dh ubZ rjg

dh ikB~;iqLrd fy[kus dh D;ksa t+:jr gS vkSj mlds
D;k vk;ke gksaxsA bl dk;Z'kkyk esa ;g Hkh mHkjdj
vk;k fd ikB~;iqLrd ys[ku ds fy, vyx&vyx
Lrj ij rS;kjh djuh gksxhA tSls O;fäxr Lrj ij]
,d ys[kd lewg ds Lrj ij o ,l-lh-bZ-vkj-Vh- ds
Lrj ijA lkFk gh ;g Hkh lkspuk Fkk fd blesa Ldwy
ds f'k{kd] MkbV o CykWd o ladqy ds yksx D;k enn
djsaxsA iwjs dke dh izfØ;k D;k gksxhA mnkgj.k ds
fy, ,l-lh-bZ-vkj-Vh- ds ckjs esa ;g ckr ,dne
lkeus vkbZA

,l-lh-bZ-vkj-Vh- esa O;oLFkk dSlh gks
• ,l-lh-bZ-vkj-Vh- esa ,slh O;oLFkk djuk fd ys[kd

lewg ogk¡ Bhd ls dk;Z dj ldsaA

• iqLrdky; esa fofHkUu rjg dh iqLrdsa gks] flQ+Z
fo"k; ls lacaf/kr ugha cfYd] cPpksa ds lh[kus ls
lacaf/kr] mudh {kerkvksa ls lacaf/kr f'k{kk esa
pyus okyh fofHkUu ppkZvksa ls lacaf/krA

;gh ugha iqLrdky; iwjs le; [kqyk gks o ys[kd
lewgksa dks iqLrdsa le; ij miyC/k gksaA

• yksxksa ds fy, jgus o Hkkstu dh mi;qä O;oLFkk
gks] gks ldrk gS fd ;g fcUnq bruk egÙoiw.kZ u
yxs ysfdu O;fä dh xfjek mlds lEeku dh
n`f"V ls ;g egÙoiw.kZ gS vkSj gekjs ;gk¡ veweu
ftl rjg dh O;oLFkk dh tkrh gS ml n`f"V ls
Hkh ;g egÙoiw.kZ yxrk gSA

• le;&le; ij dk;Z'kkyk,¡ gksa rkfd laokn esa
fujarjrk cuh jgsA
bl gsrq ,d foLr`r ;kstuk cuk;h x;h] ftlesa

dc dkSulh d{kk ds fy, iqLrd ys[ku gksxk] iqLrdksa
dh Vªk;fyax] dkSu fjlkslZ O;fä gksaxs] mudh {kerko)Zu
gsrq iz;kl bR;kfn lHkh lfEefyr FkkA vkSj ;kstukuqlkj
dk;Z gqvk HkhA

dk;Z djrs&djrs] /khjs&/khjs cgqr ckrsa le> esa
vkus yxha ysfdu 'kq#vkr ds dqN vuqHko ftlesa eq>s
ikB~;iqLrd ys[ku ls lacaf/kr dbZ ckrksa dks le>us esa
enn feyh muesa ls dqN dk ft+Ø eSa ;gk¡ djuk pkgw¡xkA
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geus D;k lh[kk

igyh dh ikB~;iqLrd dk igyk Mªk¶V cudj rS;kj
gqvkA lewg }kjk mldh leh{kk dk nkSj Hkh pykA
lcls igyh ckr Fkh fdrkc dh i`‘B la[;k T+;knk
FkhA mldk ,d cgqr cM+k dkj.k Fkk fd ge cPpksa dks
NksVk&cM+k] nwj&ikl] oxhZdj.k] feyku ds lkFk&lkFk
1 ls 100 rd dh la[;k,¡] ,d vad dh la[;kvksa dk
tksM+ o ckdh] nks vadksa dh la[;kvksa dk tksM+ o ckdh]
NwVh gqbZ la[;k,¡ vkfn dbZ vo/kkj.kk,¡ o
mi&voèkkj.kk,¡ fl[kkus dh vis{kk dj jgs FksA lkFk
gh ;g Hkh geus fd;k fd ;fn f'k{kd dks dksbZ vo/
kkj.kk le> ugha vkbZ rks vo/kkj.kk fodkl esa
fdl&fdl rjg ds vfrfjDr ekSds cukus gksaxs\ pyks
f'k{kd dh enn ds fy, mnkgj.k Hkh blh esa Mky nsrs
gSaA ysfdu gesa ;g Hkh yxrk Fkk fd igyh d{kk ds
cPpksa ds fy, iqLrd esa T+;knk ls T+;knk 120&140
i`‘B gksa vkSj lHkh vFkZiw.kZ gksa o xf.kr dh vk/kkjHkwr
vo/kkj.kkvksa dks le>us o #fp cukus esa enn djsaA
vr% iwjs lewg esa fQj ls ppkZ gqbZ&

ppkZ ds dqN izeq[k loky Fks&

• ge ikB~;iqLrd fdlds fy, cuk jgs gSaA cPpksa ds
fy, vFkok v/;kidksa ds fy,A ge igyh d{kk
xf.kr esa@foKku esa D;k i<+kuk pkgrs gSa o D;ksa\

• ge xf.kr o xf.kr lh[kus ds ckjs esa D;k le>rs
gSa\ D;k xf.krh; vo/kkj.kk lh[kus dk eryc ml
vo/kkj.kk dks fcuk lksps le>s jV ysuk gS vFkok
ml vo/kkj.kk ds fofHkUu igyqvksa dks le>uk gSA
mnkgj.k ds fy, fxurh lh[kus dk eryc D;k 1
ls 100 rd fxurh fy[k ikuk gS vFkok bldk
eryc ;g Hkh gS fd cPpk la[;kvksa esa laca/k cuk
ik,] ;g le> ik, fd ik¡p] Ng ls rks NksVk gS
ysfdu pkj ls cM+k gSA ;g le> ik, fd la[;k
iz.kkyh esa vkxs c<+us ds fy, ge gj ,d fiNyh
la[;k esa ,d tksM+rs pys tkrs gSa] bR;kfnA

• ,slk D;k djsa ftlls ;s iqLrdsa cPpksa dks i<+uk
lh[kus esa o Lo;a xf.kr djus o le>us esa enn djsaA

• D;k cPps iqLrd esa mi;ksx dh xbZ Hkk"kk dks
le> ik,¡xs\

• fp= fdl gn rd mlesa enn dj ldrs gSa\

• D;k] fdrus] dgk¡ vkSj dSls okys vH;kl gksa tks
cPps dh fdrkc esa #fp cuk, o mls [kkstus ds
fy, izsfjr djsA

bu iz'uksa dks /;ku esa j[krs gq, tc ys[kd lewg
us fQj ls iqLrd dks ns[kuk 'kq: fd;k rks eglwl gqvk
fd iqLrd dks geus viuh le> ls cuk fn;k FkkA ;g
lkspdj fd ;g lc ge cPps dks fy[kkuk pkgsaxsa vkSj
bl rjhds ls fl[kkuk pkgsaxsA

gesa yxk fd os iqLrdsa cgqr Hkkjh gSaA muesa
voèkkj.kkvksa o tkudkfj;ksa dk cks>k cgqr gSA fQj
Hkh muesa ls dqN ls lh[kus dks feykA ;g ;kn j[kus
dh t+:jr gS fd bl le; rd ,u-lh-,Q- 2005
ugha cuk Fkk vkSj ,u-lh-bZ-vkj-Vh- dh Hkh fdrkcksa esa
vkt dh n`f"V ugha FkhA ge yksxksa dks fnYyh ljdkj
dh fdrkc us dqN enn t+:j dh FkhA

cPpksa ds Lrj rd dSls tk,¡
fQj Hkh ppkZ ds ckn ,slk yxk fd ge yksx ;g

Bhd ls ugha lksp ik, Fks fd bl Lrj ij cPps D;k
lh[kuk pkgsaxs vkSj D;k&D;k lh[k ldrs gSa vkSj
muds lh[kus dk D;k csgrj rjhdk gksxk\ ;kuh geus
cPpksa ds Lrj ij tkdj ugha lkspk FkkA blds ckn
tc lkspuk 'kq: fd;k rks yxk fd ;g cgqr eqf'dy
gSA eqf'dy blfy, ugha fd ge cPpksa ds fy, lkexzh
cuk ugha ldrs ;k geesa ;g ;ksX;rk ugha gS] cfYd
blfy, fd i<+rs&i<+rs gekjh dqN /kkj.kk,¡ ,slh cu
tkrh gSa fd gesa yxrk gS fd vjs! ;g rks cM+k ljy
gS cPpk D;ksa ugha lh[k ldrk] vklkuh ls lh[k
ysxkA mnkgj.k ds fy, ,d i`"B ftlesa gesa 1 ls 5
rd dh la[;kvksa dks introduce djuk gSA

igys rks ;g fd D;k 1 ist esa flQ+Z 5 la[;k,¡
9 D;ksa ugha\ ;fn ist dks vPNs ls mi;ksx djuk gS
rks 1 ls 9 ysa] 5 D;ksa\

cM+h eqf'dy ls ;g r; gqvk fd 5 ;k 9 egÙoiw.kZ
ugha gSa] t+:jh ;g gS fd cPpk ml ij D;k dj jgk
gSA

vkf[k++j esa geus ;g lkspk fd ,d fp= gksxk
ftlesa ,d NksVs rkykc ds fdukjs dqN i{kh] tkuoj
gksaxs o mudh la[;k ge n'kkZ;saxsA fp= cu x;k ckdh
vU; funsZ'k dks fy[kk x;kA uhps fn, x, fp= dks
è;ku ls ns[kks vkSj la[;k,¡ fy[kksA vc d{kk igyh ds
cPpksa ds fy, D;k ;s Bhd gksxk ;k ;g Bhd gksxk fd
^fp= ns[kks la[;k fy[kksA* D;ksafd lHkh cPps i<+uk
lh[kus dh 'kq#vkr djsaxsA lewg dk lkspuk Fkk fd
xf.kr dh iqLrd Hkh cPpksa dks i<+uk lh[kus esa enn
djsA vr% ;g lq>k;k x;k fd funsZ'k NksVs o Li"V gksa]
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o funsZ'kksa dk nksgjko gks] muesa vk, 'kCnksa dk nksgjko
gks rkfd cPps /khjs&/khjs 'kCnksa dks igpku ik,¡A

mudk {ks=ijh{k.k fofHkUu ftyksa esa py jgk Fkk]
yksxksa dh izfrfØ;k,¡ vkuk izkjHHk gks x;k Fkk A

tc igyh ckj xf.kr dh ikB~;iqLrd ,u-lh-bZ-
vkj-Vh- fnYyh voyksdukFkZ Hksth x;h] bUrt+kj Fkk
izfrfØ;k] vko’;d lq>ko dkA tc eSa rFkk esjs lewg
ds ys[kd jkT; ls nwj ,d laLFkk ds lkFk fp=ksa ij
dk;Z dj jgs Fks] rHkh fnYyh ls vkbZ iqLrd leh{kk dh
fjiksVZ dh QSDl izfr igq¡phA mldk lkjka’k ;g Fkk&

• bl iqLrd dh Hkk"kk ljy] lgt gS ,oa voèkkj.kk
cgqr Li"V :i ls le>kbZ x;h gSA

• blesa xfrfof/k;k¡ Hkjiwj gSa ftlls cPps fuf’pr
:i ls tqM+asxsA

• xf.kr lh[kus esa mUgsa vkUkan vk;sxkA

• u;s Kku dks vkxs tksM+ ldus leFkZ gksaxssA

vUr esa mUgksaus fy[kk fd ,l-lh-bZ-vkj-Vh c/kkbZ
dk ik= gSA

leh{kk dks ns[kdj gesa bruh [kq’kh gqbZ fd bl
iqLrd us gedks igyh ckj ys[kd dk nt+kZ fnyk

fn;kA /khjs&/khjs ge yksxks esa vkRefo'okl dk lapkj
gqvkA blh le; vU; d{kkvksa dk ys[ku izkjEHk gks
x;kA vc bu ikB~;iqLrdksa dk {ks= ijh{k.k 4 ftyksa
esa izkjEHk gqvkA

NÙkhlx<+ jkT; dks u;h igpku feyhA vc rd
,u-lh-,Q- 2005 Hkh cudj rS;kj gks pqdk FkkA mlds
egÙoiw.kZ lq>koksa ij dk;Z’kkyk,a vk;ksftr gksus yxhaA
;gk¡ cgqr lkjs vfHkuo iz;ksxksa esa ls ,d iz;ksx ;g Hkh Fkk
fd ,u-lh-,Q- dh rt+Z ij izR;sd ftys esa Mh-lh-,Q- cus
ftlesa ftys dh HkkSxksfyd] vkfFkZd] lkekftd] lkaLd̀frd
rFkk iqjkrkfRod egÙo dks fn;k tk;A gqvk Hkh ;ghA
izkjEHk esa ;g dk;Z ljxqtk ,oa jk;iqj dks fn;k x;kA
ljxqtk ftys us 2008 esa igyh ikB~;p;kZ jkT; ds fy,
nh ftlds ckn vU; ftyksa us Hkh viuh&viuh ikB~;p;kZ
dk ys[ku dk;Z iw.kZ fd;kA jkT; dh Hkh ikB~;p;kZ dk
Hkh dk;Z izkjHHk gks pqdk Fkk dqN fnuksa ckn og Hkh iw.kZ dj
fy;k x;kA MkbV us vke yksxksa ds lkFk dbZ ppkZ,¡ dh
vkSj mlls Hkh geus cgqr ckrsa Mh-lh-,Q- ds fy, feyhaA
eq>s yxk fd MkbV cgqr dqN dj ldrh gS c’krsZ gesa
ekSds fn, tk,¡ o gels igy dh vis{kk rks dh gh tk,
ijUrq mlds fy, vko’;d O;oLFkk,¡ cukbZ tk,¡ o
bldh lEHkkouk,¡ iSnk gksaA
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Hriday Kant Dewan

DIETs: Structure, possibilities, issues and concerns

Abstract

This paper reports on the conception and implementation of the DIETs across different
states. The structure of DIETs that focused on decentralisation of responsibility and
academic authority provided a more organic teacher education program in developing
schools, student learning material and assessments based on the context of the district.
The implementation however, was fraught by inadequate faculty placements, role
clarity and autonomy and involvement in all major educational activities occurring

across their districts.

Introduction
The concept of DIETs dates back to mid 1980s
when it became a part of the National Policy of
Education 1986. DIET's were seen as a way
forward to build institutional ability, to cope with
the challenges of providing education of quality
to all children. The goal was for every child to be
in school and learn. DIETs were to help provide
specific responses to the needs and temperaments
of different kinds of children. There was a lot of
hope around these structures and they were given
a vast role. The key elements of the expectations
from DIETs included initiating a dialogue with the
teachers; encouraging participation and
ownership of the community; ensuring that the
learning process was more participative and
engaging for children; ensuring that the
assessment processes were meaningful and
according to the expectations laid down in the
curriculum documents, working towards
developing capability in teachers to transact the
curriculum and their responsibilities better. The
critical component in the setting up of DIETs was
the need to bring in the flavour of the district and
ensure that those working in the district were
participants and owners of the processes initiated.

Organisation of DIETs for pedagogical renewal
Understandably there was a lot of excitement
when DIETs were being set up. There were hopes
that they would not only improve pre-service
teacher preparation of elementary school teachers
but also improve their in-service programs. The
setting up was accompanied with the hope of
decentralisation of responsibility and academic
authority; the hope of autonomy of action and the

freedom to study, analyse and respond to specific
requirements of children and the community in
the context of elementary education. It was felt
that these institutions would act as antennas and
bring into the wider national discourse voices
from the field. They would also bring to the
forefront practices being adopted by teachers in
their schools and help present them not only to
the others in the district but also share them
through a consultative process with other DIETs.
The DIET was visualised as the hub of
pedagogical renewal for the district and a catalyst
of change in the way the education process
interacted with children.

A broad structure of what the DIET would be
and how it will be populated by experienced
faculty as well as a broad agenda for its work and
a budget was developed. On the ground, the DIET
emerged in many cases through upgradation of
the then existing teacher training institutes for
elementary teachers and were set up as new in
other cases. It was the first time that an academic
structure of the size was set up with an agenda
unencumbered by any administrative role.

Roles envisaged for the DIETs
The role envisaged for the DIETs primarily
included being the vehicle for equality, quality
and access to all children. There were attempts to
respond to needs of the district and the context of
teaching and learning. It was clear that in order
to make this possible, the DIETs would need to
interact with other teacher development institutes
as well. At the time DIETs were set up, there not
many other pre-service teacher training institutes.

32



Voices of Teachers and Teacher Educators

But later, with the increase in private teacher
colleges, the role of DIETs would get extended to
include engaging with quality of teacher
preparation in them as well. The following were
expected:

• Developing teaching-learning material based
on the context of the district. These included
workbooks, charts, activity materials and
books for teachers, supplements to textbooks,
including readers for children, and so on. The
assessment processes for children also had
to be developed according to the materials.

• Capacity building of teachers in all its aspects
and dimensions. This implied a key role in
pre-service and in-service training programs
and setting up of forums and processes of
interactions among teachers and
opportunities for them to learn on their own
and from each other. The DIET was envisaged
to be the hub of in-service teacher preparation
and it was expected that it would develop
and organise a plan for capacity building of
teachers in the district and implement it.

• It was hoped that the DIET would observe, study
and analyse the district educational processes
for elementary schools and develop an
understanding of the issues confronting it. It
would not only look at the gaps but also
highlight the significant, well-functioning
strategies. It was supposed to be the hub of
academic review and planning for the way
education in the district needed to be organized.

• The DIET was also expected to interact with
schools, with block and cluster functionaries
and make an attempt to ensure motivations
on various levels. The idea was that coming
in of the DIETs would help in ensuring
commitment, ensuring learning, ensuring that
all children are in school and that the quality
of learning is significantly better than before.

• The DIET was obviously expected to be the
vehicle of transformation and an institution
that would be able to function autonomously,
plan for its own district and evolve ways of
quality besides improving access.

A major opportunity for capacity building of
DIETs for the above tasks was there integral
involvement under DPEP. However, DIETs were

not included systematically in the DPEP process
although several individuals from DIETs were
very active in various initiatives of DPEP. Under
SSA some attempts were made to involve DIETs
but this needs to be strengthened.

Is the pie too big?
It does not take a lot of effort to recognize that
inspite of many examples of DIET taking up
exciting interventions and functioning well most
DIETs seem unable to fulfill the expectations given
above. The DIETs that have been functioning well
over a sustained period of time have also not been
able to encompass all these areas. Although there
are many sparks of excellent ideas and programs
from DIETs, the concern, is that if we look at DIETs
in general, the picture is of an inadequate
response. A complete programmatic picture
suggests that they were started with a lack of
evident institutional support to strengthen them.
It appeared that in most places there were difficult
questions that the DIET structure was struggling
with. These included inadequate faculty
placements, inadequate role clarity, inadequate
autonomy and sense of purpose and a lack of
involvement in all major educational activities
occurring across their districts. The task of
building bridges with the community and of
preparing teachers through processes that are
based on the analysis of the context of the district
appeared very remote. There seemed to be no
major shift in the way the community and the
teachers thought about education and
assessment of students’ learning. The bridges that
the DIET had developed with the community were
very limited in scope and existed within a very
small part of the community.

While it may be argued that DIETs had a
inadequate staff and insufficient resources, and
there were no procedures and processes to enable
the DIET to fulfill its role, it is still worthwhile to
ponder whether the pie that had been assigned to
the DIET was too big. We also need to consider
the number and kind of people that would be
required to fulfill this role in a reasonable manner.
We have to also question if within the center and
state coordination and administration there were
processes available for the DIETs to function
effectively and purposefully to extend their
capability and be an agent of change for the
schools.
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Glimmers of hope
In the face of the challenges mentioned above,
DIET being located in the district had an immense
potential to engage with the process of education
in the district. The constraints pointed out above
did not totally limit the functioning of DIETs.
DIETs were fulfilling an agenda and performing
a role that was fairly important and large. The
concern is that the purpose with which they were
set up and the hopes behind their setting up have
remained unfulfilled. We needed to bring to the
fore numerous efforts that have been initiated in
different DIETs and the keenness with which
many of the faculty members have engaged with
their role in the face of challenges. There are
outstanding examples of leadership that have
enabled DIETs to function with energy and
purpose. We need to talk about these as well.

The examples of efforts of DIETs in different
places moving forward with their programs and
exploring ideas are many. The memory of the
excitement in Lok Jumbish1  DIETs and efforts to
explore appropriate selection procedures and
incentives are still fresh in the mind- the effort
made by the teams to get the campus in order and
the library and discussion forums functioning.
The faculty worked at developing modules for
training and consulting with those who had
experience of making new kinds of training
programs. In fact the meetings where DIETs
reviewed their work and planned together had a
specific purpose of developing modules and
planning their calendar for training their master
trainers. All these indicated that these institutions
could develop towards realizing the expectations
that were hoped for.

Conclusion : Future of DIETs
The struggles with the boundaries of the structure
proposed were also surfacing. The larger system
was pushing to move towards the suggested
structure as cast in stone. The principals and the
faculty struggled to keep the work, and push into
new directions in order to keep their initiatives
alive.

The program collapsed because of the non-
acceptance of flexibility. It also appeared that the
program was too short-lived to be internalised in
the system that was reacting to it. It did, however,
clearly indicate what could be possible in the

DIETs. It was clear in this period also that the
DIETs could not carry all the load imposed on
them. The fact that they did not have to do all that
was imposed and use the list given as suggestive
to be chosen from, gave them the option of being
more organized and better prepared.

The excitement of the DIET in Warangal being
a part of the Elementary Education Teacher's
Research Network (EETRN) group along with
many other institutions including university
centers, research institutions including from
abroad was evident. They had ideas, were keen
enough to set up the system and the interaction
initiated fertile studies and joint researches. They
learnt from the experience and contributed life to
the effort of networking. The evidence of work in
Mahendergarh DIET and many other DIETs
points to the fact that a lot of what goes on which
is positive and needs nurturing to grow.  The
interaction with faculty and principals of DIETs
of Jharkhand, Chhattisgarh, Andhra Pradesh and
other states brought forward the urge in many to
improve and make their institutions fulfill the
expectations they had. The examples of individual
principals struggling with the absence of adequate
team members, difficult administrative rules, a
lack of clarity about their role and expectations
and a the lack of their autonomy are heart
warming. They urge us to look at the possibilities
in them and support them in their endeavour.

These are just few examples to illustrate the
energy that individuals and cooperation has
brought into  the system.   It is, however, clear that
these could not become part of the institutional
processes. They remained linked to new/
innovative efforts, to individuals and ended as
being temporary.  Sometime it was the external
recognition of 'goodness' that the effort got that
led to it getting unnaturally extended and
causing overburden. In all such cases the
institution lacking the space to manevoure work
flexibly could not carryforward the work. The
general observation is that newness and
individual spark excite institutions to extend
themselves. Gradually, the enthusiasm and the
sense of purpose fades, the lack of initiative and
the absence of desire to be responsible in the
faculty as a whole takes over lacking ownership
of the idea. They stop taking responsibility and
hand over the flexibility to routine procedures. It
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is, therefore, necessary to think about and
strengthen possible processes that will enable the
faculty to be autonomous and use it effectively in
their work. The intent of the policy and its
guidelines needs to be clarified so that the spirit

can be pursued and implemented.

1. Lok Jumbish was a government driven effort to improve
the quality of education in Rajasthan. This was done
through support of an international agency and with a
structure that was not fully inside the government in order
to facilitate functioning. Lok Jumbish had as an example
taken 3 DIETs under its project. In these DIETs the faculty
selection was done by Lok Jumbish. These institutions

were facilitated and scaffolded to build programs and
were linked to people and institutions capable of giving
ideas on how to improve their work. During this period
there were many forums with which these three DIETs
interacted with each other and explored possibilities of
learning from each other. They also had a defined work
plan that was partly shared and common. Visits among
these institutions and of these persons to other institutions
were encouraged and they also jointly discussed programs
to be taken up by each of them. These DIETs had more
freedom and autonomy then the rest of the DIETs of the
states and followed rules which were more flexible. They
had to function with the broad guidelines but the rigid
system of the Directorate that was used on the other DIETs
was slightly less rigid.
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C. M. Balakrishnan and K.M. Unnikrishnan

KALARI : A program for trainer-cum-teacher empowerment

Abstract

This article reports on the formation of Kalari, a unique teacher education program that was initiated
through discussions by Kasaragod DIET. The initial dialogues helped to problematise issues
surrounding the existing teacher education practices that were marked by an absence of professional
search for new knowledge pertaining to existing issues in the schools. With the formation of Kalari,
teachers were able to become owners of their own learning processes and were able to apply specific
processes in their classrooms. As the program was implemented, some concerns still remained,

specifically, in addressing students who had learning difficulties in the classroom.

Introduction: Problematizing teacher education
programs
When people think about learning, they usually
think about schools and teachers. In teacher
training programs, the schools and teachers are
more or less categorized as 'problems' to be fixed,
not by teachers, but by some external agents.
These agents are referred to as 'resource persons'
or 'experts' who excel in some areas of pedagogy.
Even with the presence of this external training
system, schools and teachers have the potential
to learn from their own experiences as well and
this is often not recognized. So, 'fixing the
problems' becomes the central area of concern of
teacher-support structures and personnel. The
supportsystem works on the assumption that
training is necessary for solving the problems
faced by teachers and schools. As teachers enter
the classrooms, the same model is transmitted to
schools and classrooms where the teacher thinks
that teaching is necessary for learning to occur.
With this assumption, teaching becomes a mere
supply of information or building up of routine
skills of the students. The actual problems remain
to be to be raised by the teachers once again in the
teacher development programs like CRC meetings,
TLM workshops and seminars.

This vicious circle is built upon the general
and preconceived notions of the support system
where the main agent or instrument is the trainer
or CRC coordinator. The whole process becomes
supply oriented and the problems are kept at the
outer periphery, often unaddressed. The process
of training tries to direct the teacher towards vague
probabilities. The dangers of this approach to

teacher development iswhether this really
empowers the teachers or makes her/him
dependent upon the trainers. Other dangers are:

• non-ownership by teachers of the
responsibility for change;

• dependency on the system;

• craving for newer, novel items;

• absence of professional search for  knowledge
initiated by the teacher and school;

• fantasizing about support personnel:
expecting too much from outside personnel;

• lack of introspective learning; and

• degeneration of programs and interventions.

Health and sustenance of the approach
To what extent is this teacher development
support programmed healthy and sustainable?
In the context of teacher empowerment in Kerala,
this was an issue at the forefront of every
discussion but formally problematised by none.

The discussion initiated by Kasaragod DIET at
the beginning of the academic year helped to re-
affirm it’s faith by empowering and encouraging
teachers and school community members with the
willingness and competencies to meet the problems
and challenges they faced in educating their
children. As the problematizing process began, it
helped us realize that it was very difficult to convince
the teachers and schools to move out of the vicious
circle of dependence. If the teachers and schools
were to be empowered, they had to begin
problematizing their classroom processes and their
school environment on their own grounds.
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In search of a model for teacher empowerment
In order to seek meaningful solutions to this issue,
the teachers, trainers, DIET faculty members and
school administrators interacted through a series
of short-term workshops and meetings. It was
soon realized by the present staff that they
themselves could reorganize their structures
instead of relying on outside administrators for
assistance. They realized that the teachers could
themselves organize issues by priority, develop
plans to address them and consequently,
implement the plan. This process of
problematizing itself would grow solutions to the
problem. Moreover, the hope was also that the
whole process would also improve the
competencies of teachers and school and help
them to acquire new competencies which will
empower them to face new issues.

Since the teachers and support personnel
were not familiar with the process of
problematizing, the model could not be developed
through a single-shot operation. Workshops or
seminars alone would not empower them with
the competencies to problematise learning
situations. To address this situation, a school-
based, collaborative and constructive process,
named Kalari was planned by Kasaragod DIET
in collaboration with SSA Kasaragod in the
district. The overarching goal of Kalari was to
augment the competence and confidence of
trainers to provide school, class and subject
specific support for the teachers to identify the
class room problems and to find solutions in
actual school contexts. The approach upon which
Kalari was based was primarily enquiry-based
because the thrust areas and interventions were
hypothetical in nature, requiring more empirical
evidence to pronounce them as feasible across
different classes, subjects and school contexts.

Objectives of Kalari
• to equip the trainers with the competence to

transform the thrust areas of teacher
empowerment program into equipping the
teachers to identify the classroom problems
and to find solutions in actual school contexts;

• to enable trainers with the knowledge,
processes and experience to animate school
structures, resources and management
mechanisms for ensuring the atmosphere and
conditions for effective learning;

• to activate the trainers towards developing
methods (materials, strategies, time,
instructions, physical arrangements etc.) for
addressing the diversity of students learning
problems and application of adaptation
processes in the classroom; and

• to equip trainers to develop on their own
academic plans to meet the challenges (in terms
of learning problems, learning experiences,
learning materials, learning atmosphere,
socio-economic and educational status of
children and their families, physical facilities,
school/class culture etc.) in school contexts.

Processes of Kalari
The process of Kalari was developed through a
series of hectic consultations with the trainers and
DIET faculty members. From the very outset, it
was recognized that the thrust areas and the list
of interventions advocated by the conventional
teacher training had to be considered
hypothetical—yet to be tested and supported in
the actual school contexts of Kasaragod.

This recognition naturally lead the whole
program being research oriented and enquiry
based. Secondly, any  research oriented and
enquiry based capacity building program had
to be owned by the professionals who were
participants in the process. So, instead of pre-
conceived notions, time plans and list of
structured workshops, it was recognized that
Kalari had to be highly decentralized and
democratic in terms of developing the form,
methods and materials for the program. This
program was developed through a series of
collaborative workshops, developing hypothesis
to try out in the actual classroom contexts,
analyze actual school experiences and through
the trainers’ reflective thinking on their
experiences.

School attachment of trainers (CRC coordinators)
The school attachment program began on 12th June
2011 in all the BRCs in the district. The DIET faculty
members and district level program officers of SSA
monitored the progress of the program and
provided academic support to trainers by
conducting regular classes, observing classroom
instruction throughout the day, participating in
the SRG and collaborating with them to prepare
teaching manuals for the next day.
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After the initial 5 days of school attachment
program, in a 2-day workshop from 18th-20th
June 2011, the trainers shared their school
experiences in their subject/grade wise groups,
analyzed their experiences based on the objectives
of the program and fine tuned the action plan.

A trainer (CRC coordinator) was assigned
one school where he/she worked for a particular
period (10-15 school days) along with two
teachers teaching different subjects in the
elementary section. They worked along with the
teachers through a process tentatively outlined
as follows:

• assessment of learning of students against
learning indicators;

• identification of learning issues;

• sharing of other teachers’ experiences
(methods and strategies) used to address
similar problems and referencing study
reports and cases of success in the SRG
meeting;

• framing of hypothesis based on the decisions
arrived at for addressing problems;

• identification of methods (activities,
materials, strategies like grouping and broad
techniques for addressing diversity) for
testing hypothesis in order to solve the
problem;

• developing a broad frame of activities in tune
with the learning method specified;

• development of learning outcomes— what
the students should be able to think and do
in terms of concepts, skills, processes and
attitudes/values;

• identifying the evidences of learning
expected;

• continuous assessment of learning as a part
of teaching-learning process and providing
further feedback and support to students; and

• evaluation of the plan, method and strategies.

The same process lead to new problems and
encouraged the teachers to formulate new
hypothesis to address the problems that they felt
in learning of their students.

Problematizing and new teacher competencies
The process of problematizing as outlined earlier
helped us to identify new competencies to be
acquired by the teachers, trainers and by the
support system. Broadly, the competencies
identified belong to the following areas:

• collection and analysis of information on
learning;

• problem identification;

• developing plan for addressing the problem;

• building school structures like school
resource group (SRG)  to address the problem
and implement the plan;

• acquiring pedagogic and content knowledge
and skills; and

• assessing and evaluating the plan and
processes.

This was a significant change from supply
oriented and trainer centred teacher-support
program to a learning centred and teacher
empowerment oriented program

Teacher responses to Kalari
How did the teachers of the schools included in
the first spell of Kalari respond to the program?
The areas of responses elicited from them were:
Enjoyment of teaching learning; new knowledge
and ideas;  effectiveness as teacher and applying
the learning further. Their responses are as follows:

Enjoyment of teaching

• able to understand students better and deeper;

• home visit and development of students
profile;

• development of specific processes to apply
in the classroom; and

• recognizing the initiative of students in
learning.

Learning new knowledge and ideas and
identifying issues in teaching
• A learner who may have difficulties in

learning one subject area does not necessarily
mean that she/he has difficulties in all
aspects of development and learning.

• A separate package for learners who have
difficulties in learning is not the panacea for
addressing the learning issues.
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• Process of case study of (selected) students is
necessary for formative assessment.

• Having a small class size does not necessarily
mean that they alone understand the
difficulties faced by all learners. More training
is required to do the same.

• Faulty teaching practices also may contribute
towards inadequate progress or low
proficiency level of students.

• Ideas and responses of slow learners are not
always considered, respected and used in the
teaching learning process so far.

Effectiveness as a teacher

• Kalari convinced me the need to analyze my
teaching in classroom.

• Kalari helped me find or develop alternate
practices to address a problem and do it.

• Kalari developed my capacity to identify and
address the problem.

• Kalari encouraged me to reflect on my
practices, beliefs and assumptions.

• Kalari improved my confidence as a teacher.

Applying learning

• will help to apply the process of
problematizing in new problem situations;

• will help in adapting and improvising the
process according to students’ responses; and

• overcome time barrier.

Responses from trainers
The trainers who were a part of the program,
Kalari commented after the first spell of the
program:

• It is a direct experience for us.

• Kalari is directed at teachers and us working
together as a team, facing problems, finding
out ways to address the problem and trying
it out  ourselves.

• The process was co-constructive in terms of
addressing the problem and acquiring new

knowledge.

• It was primarily focused on learning of
students and our capacities to address their
learning situations and needs.

• It was realistic in terms of addressing the
whole school, its structures and resources and
teachers.

• It was focused on learning through stating
the hypothesis explicitly. It helped us to focus
on the intended processes and expected
learning outcomes. The planning based on
the hypothesis and its detailing of activities
helped us to visualize clearly the classroom
processes.

• The process was naturally driven by the
specific classroom demands that were raised
spontaneously through the process of
implementation.

• It was a process of self discovery for me and
for the teachers and school personnel.

Second and third phase of Kalari
The confidence gained by the first phase of Kalari
demanded a second phase and finally third phase
of Kalari program. From a supply model of teacher
training or the cascade teachers who were
undergoing Kalari experience themselves began
to show a developmental model or creative model
of empowerment which really reflected the
capacity building to find solutions for the
grassroot level classroom problems they
encountered in the day to day process.

Forward: Kalari an ongoing process!!!
Since the learners are individuals with unique
capacities, learning styles and learning speed, the
real problems faced by the individual teachers
inside and outside the class may vary and the
teachers have to find out solutions by themselves.
Support structures (DIETs, BRCs and CRCs) have
to act accordingly. The situation may demand for
a further modified Kalari Program.

KALARI is a unique martial art form of Malabar-
Kerala which empowers the individual to gain
confidence to face problem situations.
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Lalita Pradeep

Teacher Training Management System: Process and software
A Lucknow DIET Initiative

Abstract

This article summarizes a range of efforts put forward by DIET Lucknow, in pursuit of a subtle
and a controllable process to schedule, plan trainings and quality delivery of trainings to the
teachers in Lucknow district. Starting with the first hand experiences of the demanding nature
of the job faced by many principals in DIETs, it proceeds to training methodology, the challenges
and factors that led to the evolution of new processes. It also sketches the comparison between
the old process to the new and the use of software developed for building training schedules
and best practices being followed in scheduling by training controllers at DIET. Finally, it
details out working of new process by use of the training management software specially
developed for supporting the process. A new work flow process was designed, tested, and
implemented with its own gestation cycle.

My  earlier years with Lucknow DIET were spent
in time and energy on target-based work culture.
By the end of every month, there was SCERT or
SSA would review the number of teachers trained
and the type of training designed.

Truly a challenging job, especially when one
is supposed to accomplish digit-based targets and
one is being  being monitored on the qualitative
aspects of a  quantitative sum. It is assumed that
these two essential components are inbuilt, but
they are probably not as they don’t necessarily
happen in cause-and-effect fashion.

There is a provision that a teacher undergoes
20 days of in-service training: 15 days under SSA
and 5 days under teacher-education scheme. All
DIETs are directly held responsible to achieve
target-oriented trainingevery year. This kind of
scheduling and planning of the training calendar
requires well-defined delivery-oriented
participatory linkage with district administrative
wing of the education system. If a DIET ensures
support from district education officer and spreads
well over till block level, a lot can be achieved. There
are few basic flaws in the system of implementing
training schedules. Though there exist data base
of different kinds available there is no dynamic
synergy amongst them. For example, teachers data
at District Project Office (DPO) is not so
comprehensive that one can  assess target
audience for any particular training course; it is a

simple static data. Data to identify the training
needs of teachers at various levels requires certain
dynamism in information that speaks about their
strengths and also a bit about aptitude and it has
to somewhere be indicative of gaps as well.

Many times, we sat together and shared
concerns about multiplicity of efforts each year
regarding training courses, selection of right set
of teachers, record-keeping, planning and
managing trainings at DIET level, the investing
of  energy to ensure attendance etc. My team was
consistently engaged on systemic change i.e.
developing a holistic annual calendar with
monitoring mechanismin place . We had reporting
and feedback formats; but something very basic,
very vital was lacking.

Meanwhile, there knocked an opportunity. I
was asked to lead a group of few colleagues in an
exposure trip to Karnataka. In this five day long
trip, we were supposed to visit SCERT and a block
resource centre. We visited Mysore block. It was a
lovely resource centre with certain work culture
and a decent ambience despite its old gothic
structure. We were informed aboutall aspects of
workings at a block level. They were kind enough
to extend all hospitality there as well.

What caught my attention was a hugely
elongated red-colored register that immediately
reminded me of Kanhaiya Lal in the film Mother
India who kept records of the amounts he has
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loaned to villagers and was seen waving it in the
air with proclaiming his generosity and claim on
the amount. The register had good detail about
every teacher coming for trainings at block level. I
found it good but I could immediately gauge the
difficulty of keeping it manually and going back
again on manual calculation for generation for
various information.

But it gave me a quick idea to work upon. I
came back and shared my experience with my
team. In 2006, we decided to bring every teacher’s
name and trainings s/he has received in that
particular year. Believe me, it wasn’t an easy job.
But the final print out of this massive work
exposed us to the shallowness of our own work.

Every teacher is supposed to undergo 20 days
of training schedule in a year. We found that the
range of days varies from 3 to 28, meaning thereby,
that one teacher in the district had training of 3
days and some lucky ones got it for 28 days, as
against norms prescribed under SSA/TE. And,
even this reflected data only in quantitative terms.
Quality didn’t figure anywhere. I spoke with the
Director of SCERT and explained our meaningless
efforts put into trainings throughout the year. She
was a sensitive and generous administrator. She
asked me to share my experience at a meeting
where all heads of DIETs present. Some of my
colleagues become sensitive and aligned with the
issue; some just took it as another part of agenda.

Technology fascinated me always. It looked
to me as  a very powerful tool. My mind had a full
blue print, but I was not equipped technologically.
I had few young technology ‘geeks’ in my network
who used to sit with me from time to time. I called
Mr. Kapil Pande to discuss the scenario. I
discussed at length how to  develop software to
directly address the problem of dynamic data-
base on teachers. We conducted a couple of
consultative meetings with block level
functionaries also in the process.

The first step was to collect a set of 'dynamic
data' on teachers both at primary and upper
primary levels. We developed an expanded format
that reflects a teacher’s academic and social
background with his/her biographic profiling.

It carries a teacher’s biographical details,
academic qualifications with optional subjects
and marks obtained in every subject at each level:

high school / intermediate etc.We collected names
of school/ colleges/ universities as well. With
this, we started on job profiling such as the first
date and place of joining, scale of pay, promotions,
earlier assignments etc.

Most important and innovative segment in this
was the area of interest. We intentionally didn’t
call it as area of expertise because there are many
things that interest you but none of us necessarily
develop expertise; but leaning over certain skills
and even a passive passion for anything at least
keeps alive the fire to learn and at times perform
even if one never has a formal exposure. That was
the idea to cash on. Many teachers entered their
areas of interest which we utilized later.

We could locate how a science graduate tilted
towards environmental science and a post
graduate in physics has interests towards music
and theatre. Few arts graduates claimed
themselves poets and radio artists. Some of them
were into social services and some of them
appeared experts in art of communications.
Science graduates claimed to be masters in muppet-
making and some claimed to be expert in
producing working models in science. Not only
this, some appeared to have excellent combination
of many soft skills.

We were in the process of developing a new
system and we consulted our coordinators at
block levels. They also shared their own miseries
as to how it was so difficult for them to make
teachers go to training programs. And since there
was no mechanism in place, it was very
cumbersome to identify habitual defaulters. There
were  no records at blocks to figure this out,
because teachers were not sent to trainings  in a
systematic way. There is nothing about who
should attend training programs in writing. It was
mostly verbal. The whole process was on a fire-
fighting mode. Despite intimation of the training
calendar, there was no pre-planning to match-
and-batch. Teachers living in city area, or teachers
who were in touch with DIET in some way or
other way, or teachers whom block authorities
wanted to get rid of for a while were generally
sent  to trainings.

There was systematic assessment of 'who
needs what?' in teachers’ training from top to
bottom despite  all claims of achievements in terms
of man days orannual targets.
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Can a digital mechanism help us get on to a
right track? Actually, it did,  in many ways.

Let me share now, how we corrected our process
and optimized our resources to try to implement
quality standards in the training of teachers.

The training process and the resource count
Cascading is the most popular methodology to
cover large number of teachers; so training
module is hierarchal in flavor. SCERT provides
training at state level to create district level
resources, and then district in turn creates
resources at district level to train a set of master
trainers to impart trainings at various block
resource centers. To retain quality and to
minimize transmission loss in cascading is a big
challenge. It calls for good scheduling
management to select target audience.

District level
At district level, during planning and making
policy on implementation of any particular
training program generally persons who are
involved are as follows:

• head of the institute;

• training in-charge; and

• group of master trainers consisted of 2-3
teachers from each blocks.

The Challenges
Challenges faced during this process are
immense, but to quote a few:

• List of trainees sent for various programs is
not consistent with the goal of training.

• Blocks were not well-equipped to keep data
of various trainings with their other diverse
activities and their demanding role within
the block. This leads DIET  to have no control
of data. Teachers’ attendance etc. is regularly
required to generate various kind of
information to be sent to state to gauge the
performance in terms of quality and quantity
of the training programs. It consumed lot of
energy to look  for same kind of records for
substantial data.

• While sending teachers for any particular
training at any level, no care was  taken to
their academic background and their area of
interest or to identify their needs. It becomes

mostly a group-activity, based on number of
the persons required in a batch of training, to
put it crudely, is more a head-count in a batch
than anything else.

• Since there was no systemic mechanism to
pick teachers to create batches, there was
always a chance that many teachers would
be left out from any training programs due to
resistance from training, non-visibility in the
certain circumference of block head quarter,
attitude of non-compliance, lack of
mechanism to identify defaulters, favoritism
etc. As a result, some of them availed
opportunities to visit district/block
headquarter according to their choices. In the
whole process, 'need' and 'identification of
target' become non-existent.

• Worst was statistical disparity. The
attendance management was somewhat
crude, some teachers did not get the minimum
days of training while other received more
than they should.

Looking into the disparities the current
system suffered, we decided to improve all aspects
of the process of organizing a training program
as a matter of policy.

The software and new process were designed
to overcome the bottlenecks.

Requirement for process improvement
• creating a centralized data bank at DIET level,

by data acquisition and digitalization;

• building an all new process of scheduling
training of   teachers from primary and upper
primary levels;

• strengthening framework for feedback reports;
and

• handling the complexity and automation of
process.

The Improved
Process Strategy

Figure 1. Process strategy for creating schedules and

planning training at DIET Lucknow
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The new scheduling process
1. DIET come up with a focused strategy and a

definite policy and planning to conduct
various teachers’ trainings in the districts. For
example, if DIET is to create a resource group
at block level to disseminate training in
mathematics or science, it now has a perfect
mechanism in place to select master trainers
who are post graduate either in mathematics
or in any other science subject.

To elaborate a little more, if we are given a
target to train 1000 teachers from both primary
and upper primary level in science. Our software
immediately works on  'who needs what?' and
'and who needs it first' policy. We sort them out
according to their streams. If a person is post
graduate, s/he qualifies for being a master trainer.
We felt that teachers who were graduates in
science did not need immediate training training.
Then there is a set of teachers who have opted
science at high-school level and there are many
who did science till intermediate level and then
tilted to arts stream. Now, with this data set,
making a policy to choose right person does not
remain a challenge. Here it is just a matter of
management and execution. We formulate that a

group first to be covered are those who have
science as stream till inter mediate level, because
their subject exposure is sufficient and with little
work on them to hone their knowledge coupled
with teaching methodology we can really work
effectively with them. Impact of training is likely
to be visible on them and their level of motivation
to attend classes during training and
implementation of newly- acquired skills in class
room transition is more likely to happen.

To further this policy, there are teachers who
have science till high school, they are the ones
who tend to show no interest in subject specific
trainings, because somewhere they believe that
they waste their time and resources of the
government as science is never their forte in
classroom teachings. But till primary level, we
expect every teacher to teach every subject, if
necessary. We apply  'peer-learning' formula here.
We match them with graduates in science. A
mixed batch takes care of learning process in the
training room. This approach works in many
ways:

• It certainly improves quality in training
as the person is well-qualified to handle
the job.

Figure 2. Filtered trainee lists which is used by the training controllers to control the number
 and nature of students involved in a particular training.
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• It increases self-esteem and in turn
increases motivation to contribute in
training.

• ‘Right person at right place’ provides
new level in entire backdrop.

• Better matching and batching of the
group for different training, and so on
and so forth.

2. Software helps DIET in building training
schedule based on needs and academic

background, training history, positions,
resource policy, and experience etc. For
example, if DIET needs master trainers for a
training that primarily deals with content
knowledge in mathematics, but training has
certain component to demonstrate how to
create TLM, or few working models, then the
software filters one level further. Teachers
having a postgraduate degree in Mathematics
and also his/her area of interest indicating
love for art and craft, computer, or TLM get
preference in furnishing the list.

Figure 3

3. As a practice, it is BRC who is supposed to
make the list of proposed trainees at district
or block level, since he is considered to be the
person in charge with respective data of every
teacher placed in the block. For them, it is an
unmanageable task because it involves lot of
thinking, and also manual work of record
keeping. This software relieves BRCs of the
extra burden of repetitive activities and
releases their time and energies for more
meaningful assignments. DIET provides them
list of teachers for any particular training duly
placed in batches. Their job is now to ensure
that teachers come for trainings. In case of
any change in the list, they are supported back
with contingency plan.

4. BRCs are well supported with planning so
they concentrate more on attendance,
identifying of habitual defaulters and
motivating them to attend programs.

Monitoring mechanism
District or block authority can monitor overall
quality and attendance of any training program
by clicking any teacher’s profile.

As it is not possible to cover every single
teacher in any specified year, on the basis of
tracking mechanism, block officer can plan
training for next year according to the target.

Miscellaneous usage
• Data base: DIET has full data base to design

and schedule trainings.
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Figure 4. Sample training page, where we manage attendance and other training related things.

• Teacher’s profile: Teachers
profile is an asset for the
district. It not only speaks
about their academics, but
also about their various
interests that they pursue
passionately within and
outside school premises.
The knowledge of their
special skills, when utilized
in the system provides them
tremendous motivation.
Also it provides personal
input about a teacher.

The profile is updated every
year as to how many training
programs a teacher has attended
in a particualr year. In 2012, an
over-all update of data is
proposed, because of recruitment
at very large scale in the
department over the years. Also,
we would be including shiksha
mitras.

Figure 5. Form to add a trainee in the system.
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Figure 6. Sample profile of a trainee used to monitor his completed trainings and progress individually

Futuristic approach
Making of this software is truly need-based. It
turned out to be a wonderful asset in the field of
planning and managing training programs,
creating a huge resource bank.

We are now creating a user log-in for block level
education officers, who can be made responsible to
feed necessary information at their ends.

This would lighten burden on the part of DIET
and would help capacity building of other
functionaries.

We are going online with this software, as
we are soon launching our website.
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vuar xaxksyk

'kSf{kd foe'kZ dh vksj c<+rs dne

fiNys dqN lkyksa ls Ldwyh f”k{kk esa xq.kkRed lqèkkj
dh fn”kk esa mÙkjk[kaM jkT; ds f”k{kk ra= vkSj vt+he
izseth QkmaMs”ku dh lk>snkjh fodflr gksrs gq, gekjk
xgjk fj”rk cuk gSA

bl lk>snkjh ds rgr ,d izeq[k dk;Z ;gk¡ dh
Mk;Vksa ds lkFk “kSf{kd laokn dk jgk gSA f”k{kk D;k
gS\ f”k{kk ds mn~ns”; D;k gSa\ bu vk/kkjHkwr elyksa ij
Mk;Vksa ds lkFk foe”kZ dh izfØ;k fodflr gqbZ gSA
;g rks loZfofofnr gS fd Mk;Vksa ds gkykr dekscs”k
cgqr cf<+;k rks ugha dgs tk ldrsA dqy feykdj
vk/kkjHkwr] ekuo lalk/ku dh leL;kvksa ds pyrs
lhfer nk;js esa “kSf{kd izfØ;kvksa dh uhao j[kh tk
jgh FkhA bu “kSf{kd izfØ;kvksa esa izeq[k t+ksj Mk;Vksa ds
vdknfed lewg dh n{krkoèkZu djuk jgk gSA

mÙkjk[kaM jkT; ds }kjk Lora= vfLrRo gkfly
djus ds ckn ;gk¡ Mk;Vksa esa iwoZ lsokdkyhu izf”k{k.k
ds ikB~;Øe ¼ch-Vh-lh-½ dks cnyus dh t+:jr eglwl
gqbZA jkT; “kSf{kd vuqla/kku ,oa izf”k{k.k ifj’kn~
mÙkjk[kaM us chVhlh ds ikB~;Øe fuekZ.k dh igy dh
vkSj blesa QkmaMs”ku lfØ; :Ik ls “kkfey gqvkA
lsokiwoZ ikB~;Øe dks u, fljs ls cukus ds ihNs os
dkj.k vkSj fpark,¡ izeq[k Fkha fd izf”k{k.kkFkhZ izf”k{k.k
izkIr djds Ldwyksa esa inLFk gksrs gSa os vftZr Kku dks
d{kkbZ Lrj ij ykxw djus esa vleFkZ ikrs gSaA nwljh
fnDdr ;g Fkh fd lh[kus&fl[kkus dks ysdj tks ckrsa
,u-lh-,Q- 2005 esa vuq”kaflr dh xbZ gSa muls iwoZ dk
ikB~;Øe vNwrk FkkA bl fygkt+ ls ;g vglkl
gqvk fd lsok iwoZ f”k{kd izf”k{k.k vkewy&pwy cnyko
dh ekax djrk gSA

cgjgky] nsgjknwu Mk;V ij ykSVrs gSa tgka orZeku
esa lsok iwoZ izf”k{k.k dk ifjofrZr ikB~;Øe lapkfyr
fd;k tk jgk gSA nsgjknwu Mk;V lesr jkT; dh vU;
Mk;Vksa esa lsok iwoZ izf”k{k.k dk ;g dkslZ vc nwljs
lky esa izos”k dj pqdk gSA ;g dkslZ izf”k{k.kkfFkZ;ksa
dks lh[kus&fl[kkus rFkk cPps dks le>us ds lanHkZ esa
,d ǹf’V nsrk gSA ;g crkuk ykft+eh gksxk fd Mk;V
ds vdknfed lnL;ksa dh ,u-lh-,Q- 2005 ds lanHkZ

esa {kerko/kZu dk Hkh lkFkZd iz;kl gqvk gSA ,d rjQ+
tgk¡ f”k{kk ds fl)karksa dks O;ogkj ls tksM+us dh
dksf”k”ksa gqbZa ogha fo’k;xr ekeyksa esa mudh izd`fr dh
le> ij xgjk laokn LFkkfir djus dh dksf”k”ksa Hkh
tkjh gSaA Hkk’kk f”k{k.k tSls uhjl le>s tkus okys
fo’k; esa ,d vk/kkjHkwr ifjorZu dh vksj ;g Mk;V
vxzlj gksrk fn[k jgk gSA tgk¡ Hkk’kk tSls thoar
fo’k; esa cPpksa dks o.kZekyk jVkus dh rt+Z ij izf”k{k.k
fn;k tkrk Fkk ogha bl ifjn`'; esa xgjs vFkksZa esa
cnyko vk;k gSA cPpk tUe ds ckn ftl rjhds ls
Hkk’kk lh[krk gS mlh rjg ls mlds lkFk Hkk’kk f”k{k.k
ds volj fn, tk,¡A bl ckr us iwjh d{kk ds <k¡ps dks
thoarrk iznku dh gSA blh izdkj ls ckdh fo’k;ksa dh
izd`fr dks le>dj lh[kus&fl[kkus dh izfØ;kvksa dks
csgrj cukus dh fn”kk esa layXu gSaA

orZeku esa Mk;V nsgjknwu esa chVhlh ds u,
ikB~;Øe ds rgr lsok&iwoZ izf”k{kkf.kZ;ksa ds lkFk
lkFkZd rFkk muds lanHkksZa ls tqM+h vFkZiw.kZ f”k{kk ij
laokn tkjh gSA bl ikB~;Øe esa izf”k{k.kkFkhZ f”k{kk ds
fl)karksa dks O;ogkj esa dSls yk,¡ blds xqj lh[krs gSaA
bl ikB~;Øe ds O;kogkfjd igyqvksa dks le>us ds
fy, nsgjknwu Mk;V us vius ySc ,fj;k Ldwyksa dh u,
fljs ls igpku dj muds lkFk thoar fj”rk cuk;k
gSA ySc&,fj;k dh Ldwyksa esa chVhlh ds izf”k{k.kkFkhZ
rFkk Mk;V ds vdknfed lewg ds lkFkh cPpksa rFkk
f”k{kdksa ds lkFk laokn djrs gSaA bl laokn esa cPpksa
dks le>uk] lh[kus&fl[kkus dks ysdj fo’k;xr
leL;kvksa dh igpku djus ds fy, fØ;kRed “kks/k
fd, tkrs gSaA fØ;kRed “kks/k dh izd`fr dks le>us
ds fy, Mk;V lnL;ksa ds lkFk mUeq[khdj.k f”kfoj dk
vk;kstu Hkh fd;k x;k gSA blds vykok Mk;V esa
chVhlh Nk=ksa ds fy, iqLrdky; izkjaHk fd;k x;k gSA
mYys[kuh; ckr ;g gS fd bl iqLrdky; esa lanHkZ
lkexzh dk pquko chVhlh ikB~;Øe ds rÙoksa dks /;ku
j[krs gq, fd;k x;k gSA bl rjg ls iqLrdky; dh
lkexzh Mk;V ds vdknfed lnL;ksa rFkk chVhlh ds
Nk=ksa ds fy, ehy dk iRFkj lkfcr gqbZ gSA
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Mk;V~l ds mn~ns”;ksa esa ;g fufgr gS fd os vius
ft+yksa esa ch-vkj-lh- vkSj lh-vkj-lh- esa lfØ; Hkkxhnkjh
dj usr̀Ro iznku djsaxsA bl fygkt+ ls nsgjknwu Mk;V
ds vdknfed lnL; ch-vkj-lh- o lh-vkj-lh- Lrj
ij ,d ;kstukc) <ax ls tkrs gSa tgk¡ f”k{kk ds
mn~ns”;ksa rFkk ljksdkjksa ij foLrkj ls ppkZ gksrh gSA
lkFk gh bu cSBdksa esa f”k{kdksa ds chp lh[kus&fl[kkus
ds elys izeq[k :Ik ls mHkjdj vkrs gSaA

foxr rhu o’kksZa ls Mk;V dh vksj ls f”k{kdksa ds
fy, izkstsDV dk;Z i)fr dks viuk;k tk jgk gSA
f”k{kd cPpksa dh NksVh&NksVh leL;kvksa dks le>us ds
fy, izkstsDV rS;kj djrs gSaA izkstsDV dk;Z dk ewY;kadu
ladqy] Cykd] rFkk Mk;V Lrj ij fd;k tkrk gSA
lcls vPNs ,oa izHkkoh izkstsDV dk;ksZa dks iqfLrdk ds
:i esa izdkf”kr Hkh fd;k tkrk jgk gSA

cky izkstsDV ds rgr d{kk&d{k esa cPpksa dks
ckgj dh nqfu;k ls tksM+us ds fy, Mk;V ds }kjk ,d
vfHkuo iz;ksx fd;k x;k gSA bl dk;Z dks jktdh;
izkFkfed fo|ky;] daMksyh esa fd;k x;kA Ckky izkstsDV
ds vUrxZr fuEu xfrfof/k;ksa dks vatke fn;k x;k&
• fo|ky; ds d{kk&d{k rFkk cjkens esa nhokj ij

t+ehu ls rhu QhV dh Å¡pkbZ rd xzhu cksMZ dk
fodklA ;g cksMZ cPpksa dk gksrk gS ftl ij
pkWd dh lgk;rk ls cPps viuh fnypLih dk
dk;Z djrs gSaA cPps cksMZ ij ckj&ckj vH;kl
djrs gq, xyfr;ksa dks Bhd djrs gSaA bl izfØ;k
esa f”k{kd d{kk esa cPpksa ds }kjk fd, tk jgs dk;ksZa
dk voyksdu djrs gSa rFk mUgsa vko”;d lq>ko
nsrs gSaA

• d{kk esa rhu&rhu cPpksa ds lewg cus gSa] tks

vkil esa ckrphr djrs gSa rFkk vH;kl dk;Z
djrs gq, ,d nwljs ls lh[krs gSaA

• lacaf/kr vo/kkj.kk dks cPpksa ds O;kogkfjd thou
ls tksM+us ds fy, izkstsDV dk;Z fMt+kbu fd;k
tkrk gSA f”k{kd cPpksa ds lkFk feydj izkstsDV
dk;Z dks bl izdkj fMt+kbu djrs gSa fd cPpk
vius ekrk&firk] HkkbZ&cgu] nqdkunkj]
tuizfrfufèk] iM+kslh] lkFkh rFkk vU; yksxksa ds
lkFk ckrphr djds bls iwjk djrs gSaA

• vkdyu f”k{k.k&vf/kxe izfØ;k dk ,d vax gSA
bl izfØ;k f”k{kd ds ikl cPpksa ds uke rFkk ml
vo/kkj.kk ij vk/kkfjr fcUnqvksa dks iznf”kZr djus
okyh rS;kj “khV gksrh gSA bl ij f”k{kd cPpksa dh
xfrfof/k ds vk/kkj ij fu.kZ; ysrk gS fd fdu
cPpksa us ml vo/kkj.kk dks vkRelkr dj fy;k gSA

cky izkstsDV ds rgr gh ekiu dh vo/kkj.kk dks
le>us ds fy, eSfVªd esys dh vo/kkj.kk fodflr gqbZ
gSA cs”kd] ekiu ,d ewyHkwr vo/kkj.kk gS tks gekjs
thou ls tqM+rh gSA bldh vo/kkj.kk vkSj fØ;kUo;u
ds i{k jkT; Lrj ij rS;kj fd, x, ftlesa Mk;V vkSj
Ldwy ds f”k{kd “kkfey gq, FksA nsgjknwu ft+ys esa
ekiu esys dk vk;kstu Ldwyh Lrj ij fd;k tkrk
jgk gS ftlesa cPps ekiu ds xqj lh[krs gSaA

vxj Mk;V nsgjknwu dh ckr djsa rks ,slk ugha
dgk tk ldrk fd ;gk¡ ds gkykr lc dqN Bhd rks
ughaA exj bu leL;kvksa ds pyrs lh[kus&fl[kkus
dk ,d ekgkSy cuk gSA dqy feykdj ge ;g dg
ldrs gSa fd Mk;V esa vk”kkoknh ut+fj, ds lkFk ,d
dksf”k”k dh tk jgh gSA
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Dr. Anil Paliwal

Experiences of organizing the National Seminar on
Rethinking Secondary Teacher Education

Abstract

This paper narrates the experiences of a CTE in taking
on attempting the pace setting role in secondary
education by organising a National Seminar on

Rethinking Secondary Teacher Education.

At Vidya Bhawan CTE  while we were engaging
with the task of improving both our pre-service
and in-service programs, there were many things
around us that were disturbing. One of them was
the quality of teachers we were getting from
teacher education programs. The faculty of Vidya
Bhawan CTE shared the general perception that
the current teacher education programs were not
capable of producing effective and desirable
teachers for our schools who could cater to the
needs of the society in the ever changing socio-
economic context.

We were wondering if our CTE could make
this issue an issue of larger concern and initiate a
meaningful discourse and debate on this question.
Our experience as a CTE and before that of being
an IASE was rich because of our collaborations
with other organizations. We had hosted many
international and national seminars which were
in collaboration with NCERT, NCTE as well as
SIERT, Rajasthan. We had conducted many
orientations and were continuously making an
effort to share ideas on elementary and secondary
teacher education in Rajasthan. We are also proud
of the fact that we have initiated many programs
as part of our teacher preparation that have
informed curricular and transaction processes of
pre-service teacher preparation programs.

Given our interaction with teachers and also
from our visits to other colleges we recognized
the need to have a dialogue among institutions
running pre-service teacher preparation
programs. This, we felt, was necessary because
all those whom we met indicated the need for the
creation of a forum where they could share and

analyze their experiences and articulate the
challenges and problems they face. Many wanted
to share the ideas that they had tried out and
wanted feedback on them, others looked for more
experienced peers to help them build their
understanding.

Conceptualizing and organizing a two-day
seminar for teacher educators was a remarkable
experience. We were able to get some of the leading
figures from NCERT, NCTE as well as from NGOs
engaged in education. But for us what was more
important was that we were able to get over a 100
teacher educators from different colleges of
Rajasthan to participate. What was overwhelming
was that, many of them for whom we could not
find funds, supported their own travel and
enthusiastically participated in the sessions. The
committee which was set up to review the papers
and abstracts had a tough time as, in each category
there were many papers  that came in. It can be
argued that the quality of the papers was not
outstanding but the response indicated the felt
need of most colleagues in the institutions who
were looking for an opportunity to express their
genuine concerns and get feedback.

The seminar was interesting in another sense
also. Breaking from the traditional format of
presentations where either a select few papers are
presented or all are presented in a hurried manner
such that nobody listens carefully as there is no
time for comments and discussions and thus there
is no interest left to engage with the presentation,
this seminar had parallel sessions of paper
presentations in four groups. The groups were
formed based on broad themes. Each group
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consisted about 20-25 paper readers and a few
others who had come there to listen and
participate.  In this process all papers were
presented in one or the other group. Each person
had adequate time to present followed by
discussions on the paper. While this meant that
everybody could not listen to all papers presented
but there was more engagement with each paper
presentation and people were able to talk about
the presentation in the paper and how they
agreed or disagreed with them. The summary of
ideas from each group was presented in the
plenary session of the following day. The paper
was not expected to be read out but the author
was expected in the given time to explain the
background of the paper and present the main
ideas clearly.

For all of us at Vidya Bhawan CTE, it was a
remarkable experience making arrangements,
organizing sessions, consulting with people on
the organization of the presentation. In this
process, we also recognized the immense need
for taking forward this process and also the need
for structures that can build capacity of teacher
educators in different colleges. The expansion of
teacher education in Rajasthan has created a lot
of space for teacher educators to engage with
students. Their need to make this engagement

effective through the process of capacity building
was acutely felt by all those who were present.
The other key feeling was that there is a need for
creating a new vision for teacher education and
that teacher education should be developed as a
separate discipline. The need for more emphasis
on teacher education, its more effective
management and making it a part of higher
education was also emphasized.

There was also concern about the uniformity
seen in the courses and it was felt that there should
be greater flexibility in terms of periods, content,
transaction and methodology. There must be
freedom and space for creativity to design
innovative curriculum and alternative models of
teacher education.

What we also realized after this is that there
are a lot of possible roles that we could take up as
a CTE. It required a bit of initiative, encouragement
and support so that some of the requirements for
such processes could be taken care of. These were
not covered by the scheme but were a part of the
framework and we could extend the role in a
manner that we could fulfill the requirement. We
also felt the need for organizing programs for
orientation and more rigorous preparation of the
teacher educators in colleges.
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Janaki Rajan

Report of the meetings of

State Education Secretaries and Directors of SCERTs on
 Teacher Education

3rd December, 2011 Kolkata : 14-15 December, 2011, NUEPA, New Delhi

Both meetings were convened by Dr Amarjit Singh,
Joint Secretary, Department of School Education
and Literacy, Ministry of Human Resource
Development. State Education Secretaries and
Directors of SCERTs from this region attended the
meeting. Dr Amarjit Singh informed that the
Ministry of Finance has given approval for
revision of the Teacher Education Scheme, which
was last revised in 2002. Shri Vikram Sahay,
Director, Department of School Education and
Literacy made a presentation on the proposed
Revised Scheme of Teacher Education. The
rationale for the Department’s proposal to revise
the Scheme consist of the following :

• to fulfill the mandate of the government under
the RtE Act;

• to consolidate and strengthen the existing
institutional structures;

• need to expand capacity of teacher education
institutions (TEIs) in Eastern and North-
Eastern region (NER) states;

• expand institutional capacity to provide
training of in-service secondary school
teachers to fulfill requirements under the
RMSA;

• link elementary teacher education with
higher education system;

• greater use of ICT in teacher education
institutions; and

• develop and put in place an institutional
mechanism for monitoring and assessment
of the functioning of the TEI.

The funding pattern for the implementation
of the Scheme for general category states funding
pattern would be 75:25 whereas for North-Eastern
states including Sikkim it would be 90:10.

The state representatives welcomed the
proposal to revise the Scheme. Prof. Janaki Rajan
made a presentation on the overview and
implications of RtE 2009, especially the crucial
role of teachers. Prof. M.A. Khader stated that RtE
is an unique opportunity for this generation and
we need to grab this opportunity with both hands
for making a substantial improvement in school
education. Dr. Jayashree Ramadoss stated that
the HBCSE has undertaken 2-week contact
program for 50 teacher educators in West Bengal
and Bihar (August- November, 2012) which will
be followed up with a 3-day program in both the
states in January-March 2013. Outcomes of these
would be the availability of course material and
building network at state/national level. HBCSE
also proposes to bring out some booklets, which
will be circulated. Prof. Padma Sarangapani
pointed out that teacher education has been
neglected for long. She suggested that for ensuring
effective implementation of the Teacher Education
Scheme, DIETs should be reorganized. There
should be clarity in the outcomes expected out of
DIETs, otherwise there would be mismatch
between the outcomes and expectations. Shri
Anantha Padmanabhan, Azim Premji Foundation
made a presentation on monitoring and outcome
indicators for the Scheme. Prof. Kamal Mahendroo,
Senior Fellow, Vidya Bhawan  Society, Udaipur
made a presentation on the efforts of the institution
in the area of pre-service and in-service teacher
training, including revision of curricula of 2-year
D. Ed. course of Chhattisgarh. Shri H.S. Rama Rao,
Director, DSERT, made a presentation on the
function of the DSERT, Karnataka.

After detailed discussions on the various
issues raised, the following decisions were taken:

• MHRD would be circulating the guidelines
of the Scheme shortly. Based on these
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guidelines, states would prepare annual
plans and submit the same to the Ministry.

• A small group of experts would be constituted
for preparation of guidelines.

• A 2-day workshop, would be organized on
14-15 December 2011 in New Delhi. In the
proposed workshop, discussions will be held
on backlog of teachers; restructuring of DIETs;
capacity building of teachers and usage of
ICT infrastructure for teacher training.

This two-day meeting on Teacher Education
was held on 14-15th December, 2011 at NUEPA,
New Delhi and had State Education Secretaries
and Directors of SCERTs of the States of Southern,
Western and Northern regions. Some excerpts of
the presentations are as follows:

Prof. R. Govinda, Vice-Chancellor of NUEPA
stated that he was happy to note that the MHRD
is serious about the teacher education system and
there has been re-thinking in the broader content.
He stated that while curriculum in the schools
has undergone changes, no changes had been
made in the teacher education curriculum. ICT
has opened new possibilities for teacher
education.

Prof. Poonam Batra made a presentation on
'Education of teachers : Visions and curricular
thrusts'. She stated that the long-term vision
should be to create professionalism in school
education and plugging of gaps could be
achieved in the short run. She stated that the
specific suggestions made by the two most
significant policy commissions, namely Kothari
Commission and Chattopadhaya Commission,
for increasing the duration of initial teacher
education–  4-year duration after higher
secondary or 2 years duration after a bachelor’s
degree should be adopted. The time frame for
institutionalization of these models would be 4
to 6 years. In the interim, the current models of
teacher education such as B.Ed and D.Ed. be
redesigned both with regard to course content and
the program structure.

Ms. Lalitha Pradeep, Principal DIET,
Lucknow made a presentation on the working of
Uttar Pradesh DIET.  One of the major challenges
was to create a cadre of teacher educators. She
suggested that there should be a mechanism for
awarding teacher educators at the national level.

Smt. B. Seshu Kumari, Director, SCERT,
Andhra Pradesh made a presentation on the
working of Andhra Pradesh SCERT. Dr. S.C.
Panikhat, Professor and Head, Centre of Advance
Studies in Education made a presentation on the
role of IASE in teacher education: problems and
future direction. For proper working of IASE he
recommended the creation of a special
autonomous cell at the state level.

Prof. Janaki Rajan, Jamia Millia Islamia, Delhi
University made a presentation on the nature of
capacity building of teachers education
institutions: IASE, SCERT, DIETs as a seamless
learning stream. SCERTs and DIETs perform
many roles for many overseeing agencies: NUEPA,
NCERT, Centre, State, each do not appear to
acknowledge the roles for the other. She also
stated that there should be a teacher
educator:teacher ratio along the lines of
teacher:pupil ratio as specified in RtE. Taking this
into consideration the requirements for pre-service
and in-service alone, 1:60 ratio is required (1:50
for in-service 1:10 for pre-service).

Prof. Padma Sarangpani, Tata Institute of
Social Sciences (TISS) made a presentation on the
restructuring of DIETs. She explained that one of
the main reasons for the overall dysfunctionality
of DIET is due to lack of alignment of the DIET
vision and DIET wing with the STE. Until states
decide as to what role DIET needs to play the
working of DIET vis-a-vis expectation will not be
fulfilled.

Shri K. Gurumurthy, IT for change, Bangalore
made a presentation on use of technology for
improving teacher education by creating learning-
communities and provide opportunities for peer-
learning and mentoring so that they become co-
constructors of learning in both pre-service and
in-service teacher education.

Shri Vikram Sahay, Director, MHRD made a
presentation on the Revised Scheme of Teacher
Education.

Shri Anantha Padmanabhan, Azim Premji
Foundation presented a template based on Tamil
Nadu DIET for developing performance
indicators, in view of the provisions of RtE.
Lessons can be learnt for a national level
performance indicators.
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Dr Amarjit Singh shared the proposal of
development of a website by the Ministry and a
prototype website was presented. He also
announced that there will be national level
awards for teacher educators.

After the discussions, following decisions
were taken:

• A committee under the chairmanship of Dr.
Amarjit Singh would be constituted for

developing the guidelines of the Revised
Scheme of Teacher Education.

• The committee would submit the draft
guidelines to the Ministry by end January so
that the same can be circulated to all state
governments for submission of proposals by
February end.

• A journal on teacher education would be
brought by the Ministry, with the first issue
being released in January, 2012 on its website.
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Preeti Misra

International Conferences on Teacher Development and
Management : Highlights about DIETs, IASEs and CTEs

Abstract

In the last three years, starting 2009, a series of international conferences on teacher
development and management has been organized under the aegis of MHRD. These
have focused on teacher development and management (February 2009, Udaipur), pre-
service elementary teacher education (February 2010, Delhi) and issues in in-service
development of elementary teachers (October 2010, Bhubaneswar). The role of DIETs,
IASEs and CTEs in pre-service teacher education was discussed extensively in the
conferences. The article attempts to highlight some key issues, related to these structures,
emerging from the first two conferences.

Introduction
A number of different institutions are involved in
pre-service teacher education in India. These
include DIETs, CTEs, and IASEs, not counting
the various government and private colleges
offering teaching diplomas and degrees. DIETs,
CTEs and IASEs were established by Government
of India, as a result of NPE 1986 which
recommended a complete overhauling of the
teacher education system.

While the conferences covered several aspects
of teacher education, the structure and functioning
of the teacher education institutions was a
contentious issue. Time and again it was seen
that any discussion on teacher education- whether
on pre-service or in-service, on administration,
policy or training would ultimately lead to the
expectations from DIETs, teacher training colleges,
CTEs and IASEs and the extent to which they had
lived up to these; the conferences proved no
different. Details of the main issues and concerns
expressed in the conferences have been
documented in the reports of the three conferences,
which are available in both Hindi and English.

Emerging trends
The primary focus of the conferences emerged from
the need for improvement in teaching and teacher
standards. This was based on studies that show a
strong correlation between the teacher and students’
performance. Therefore, any improvement in
learning outcomes demands an improvement in
teachers. Here, the role of the initial training

received by teachers before they start working in
schools assumes great significance as often this
is the longest, sustained capacity building process
that they will undergo in their teaching lifetimes.
As a result, there has been a demand that the
duration of pre-service programs (B.Ed/D.Ed) be
increased to ensure better trained and better
equipped teachers.

However, the conferences also highlighted
studies showing little difference in the quality of
teachers who have undergone pre-service training
(the ‘front-loaded’ teacher development model)
and those who have not. How do we reconcile
this new information with our awareness that the
current duration of our pre-service programs is
insufficient? It was clarified in the conferences
that while on the surface there appears to be a
contradiction, it is easily resolved if we
acknowledge that the changes in programs
should not just be in the period of training but
more importantly in the mode and content as well.
This is coupled with the formerly unuttered but
now increasingly vocal realization that pre-
service and in-service teacher education cannot
be viewed separately. Their conceptualization
and execution needs to be continuous. This is
especially vital in the context of RtE 2009 that
mandates trained teachers in all schools.

The institutes involved in pre-service training
have long struggled to provide quality within the
limitations imposed on them. The introduction of
NCF 2005 has raised the bar in terms of

54



Voices of Teachers and Teacher Educators

expectations from the teacher. The teacher training
institutes have the task of preparing teachers to
meet this challenge while working with an out-
dated curriculum. The shift has to happen not
just at the level of curriculum but at policy level
as well, to meet these new emerging trends.

The status and struggle
DIETs are a vital cog in the teacher development
mechanism. This holds true for the IASEs, CTEs
and teacher training institutes (TTIs) as well.
There are more than 500 DIETs, 100 CTEs and 30
IASEs across India. These came about as a result
of NPE 1986 which led to a Centrally Sponsored
Scheme of Restructuring and Reorganization of
Teacher Education, launched in 1987-88. Two
vital focus areas were upgradation of Secondary
Teachers Education Institutions (STEIs) into CTEs
and IASEs and establishing DIETs. These three
structures were set up with the objective of not
just providing teacher training, but also to act as
centres of excellence in terms of research,
innovation, material development and
networking.

While the various teacher education
institutions are often criticized about fulfilling
only a part of their mandate, pertaining to teacher
training, and ignoring aspects of TLM
development, research and innovation, not
enough thought is given to the conditions in which
they are functioning. The second conference
especially, emphasized the vast differences in
terms of what was envisioned and the reality.
Many lack the necessary infrastructure in terms
of laboratories, classrooms, internet connectivity,
libraries etc. Although, there are provisions for
an adequate number of staff, posts are either
vacant or filled through promotions and
deputations.

The qualifications required to become teacher
educators in the DIET are high school teaching
experience with BA/B.Sc. and B.Ed. degree or an
M.Ed. degree. This rigidity in terms and
conditions has excluded teachers with elementary
school teaching experience or professionals with
subject specializations both vital for a vibrant
DIET or teacher training institute. The IASEs and
CTEs have the responsibility of preparing
secondary school teachers as well as the faculty
for the DIETs. Pre-service and in-service teacher

and teacher educator education are the major but
by no means only objectives of DIETs, CTEs and
IASEs. However, these came under greater
scrutiny as they are more immediately associated
with teacher performance and capability.

Several suggestions and recommendations
regarding the work, potential and linkages
between the various structures emerged from the
conference. Strengthening of ties with the
elementary and secondary school and experience
of teaching in the elementary schools for all levels
of teacher educators was recommended.
Restructuring B.Ed and D.Ed courses, especially
the examination component, to give the faculty
greater flexibility in terms of the nature and
content of classroom transaction was suggested.
These suggestions were in part based on the
experiences of different innovations shared
during the conference.

Initiatives
While it may appear that the conditions forbid
any innovations and initiatives, and there is lack
of coordination between the various structures,
there have been instances where new ideas have
been tried and implemented. The conference
reports highlighted these efforts, two of which are
presented below:

D.Ed. program at Chhattisgarh– is an
instance where the DIET and SCERT faculty,
resource persons from NGOs and institutes such
as APF and HBCSC Mumbai collaborated to
redesign their D.Ed program in three major– areas
the course content, the nature of transaction, and
the SEP (school experience program).

This is an example where the DIETs
recognized and tried to rectify several drawbacks
in their D.Ed. course. The faculty was finally given
space to incorporate their year long observations
about the students in the assessment. The shift
from recall based evaluation permitted shifts in
the teaching practices. Student participation,
working in groups, making presentations and
discussions was encouraged as the faculty could
now assess a student on these aspects as well.
The experiment proved the capability and
willingness of the DIET faculty to set and meet
new standards given the right amount of support
and conducive environment.
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Teacher education curriculum reform
initiatives in Delhi- was a collaboration between
the Delhi SCERT, Delhi DIETs, Maulana Azad
Centre for Elementary Education (MACESE) and
the faculty that had developed the B.El.Ed.
program. It came about as a result of the new
expectations from a teacher as articulated in NCF
2005 - expectations that could not be met under
the old curriculum. Once again, the reforms
focused on introduction of new, relevant papers
along with increased duration of the SEP to give
the student teachers a taste of how theory can be
put into practice under actual conditions.

Conclusion
The various TTIs have often been criticized,
sometimes justifiably and sometimes
otherwise, especially the DIETs. But the
conferences also provided a platform to
recognize their achievements and come up
with suggestions and recommendations to
improve the workings. Finally it is the role and
responsibility of policy makers to identify
avenues for development as it had been amply
demonstrated that given suitable conditions
and backing, the TTIs are capable of more than
fulfilling their mandate.
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Vikram Sahay

Excerpts from Revision of the Centrally Sponsored Scheme (CSS)
of Restructuring and Reorganization of Teacher Education

under the 12
th

 five-year plan

Background
The Centrally Sponsored Scheme (CSS) of
Restructuring and Reorganization of Teacher
Education was initiated in 1987 pursuant to the
formulation of the National Policy on Education,
1986. The National Policy on Education (NPE)
envisaged teacher education as a continuous
process with pre-service and in-service training
being its inseparable components. It emphasized
the significance and need for a decentralized
system for the professional preparation of
teachers, and it was in this context that DIETs,
CTEs and IASEs were established.

Modification of the existing Scheme is
necessitated in order to meet the exceptional
challenges for the teacher education system
arising from the important recent and
development of the enactment of the RtE 2009.
This act, which has come into force with effect
from 1st April, 2010, has important implications
on the teacher education system in the country.
The act inter alia provides as under:

• The central government shall develop and a

enforce standards for training of teachers.

• The central government shall provide

technical support and resources to the state
governments for promoting innovations,
research, planning and capacity building.

• The appropriate government (central

government and state governments) shall
provide training facility for teachers.

• The central government shall notify an

academic authority to lay down minimum
qualifications for a person to be eligible for
appointment as a teacher.

• All teachers should acquire the prescribed

minimum qualifications within a period of
five years.

Pursuant to the decision of the Expenditure
Finance Committee in its meeting held on 13th

November, 2007, the department entrusted
NCERT the task to undertake a comprehensive
evaluation of the Scheme. The NCERT submitted
its report in August, 2009, which was shared and
discussed with the state governments and other
stakeholders in four regional seminars. The main
recommendations of the report of NCERT are as
under:

• The Scheme should have a sharing pattern of

75:25 between centre and states (90:10 for
North-Eastern States).

• The existing institutions of DIETs should be

strengthened in several ways, including
providing them an extended mandate of
imparting in-service training to secondary
and senior secondary school teachers,
improving their infrastructure and
reorganizing their organizational structure.

• A small percentage of DIETs (10%) could be

considered, in the short run, for up-gradation
so as to perform the additional functions of
undertaking the secondary level pre-service
training,  the 4-year integrated elementary
teacher education program and the pre-
school teacher education course. DIETs
should have linkages with universities,
colleges and well established private
institutions; support to be provided to these
institutions.

• Existing CTEs and IASEs should be

strengthened and more such institutions
could be established depending on the
specific needs of the States.

• Establishment of a DIET in a block in 196

identified districts with minority/SC/ST
concentration. In the remaining blocks of the
country, block institutes of teacher education
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(BITEs) should be established for providing
in-service training to teachers at the school
level. The existing BRCs would get subsumed
in the BITEs.

• SCERTs need to be re-vitalized as the lead

state-level academic institutions and should
develop links with universities. All existing
State Institutes of Education (SIEs) to be
upgraded as SCERT.

• Curriculum and syllabus of pre-service

teacher education courses should be revised
in light of NCF 2005. Programs of teacher
education institutions (TEIs) should focus on
education of children with special needs.

• For attracting good professionals, the

university grant commission pay scales of the
faculty of the TEIs should be upwardly
revised; salary and pay scales of University
Grants Commission (UGC) could be followed
for the academic positions. The posts of TEIs
should be encadred. Career Advancement
Scheme should be provided for internal
upward mobility.

• Funding procedure should factor in regional

variations and provide extra funds to meet
local necessities. Central funds should be
routed directly to state education secretaries,
then to the SCERTs for onward disbursement
to the IASEs, CTEs and DIETs. State budget
heads should factor in the state’s share and
central assistance.

The revised Scheme draws from the
recommendations of the sub-group on teacher
education for the 11

th
 Plan, the findings and

recommendations of the report of the NCERT, the
discussions held with various stakeholders
including the state governments, recommendations
made by the Planning Commission in the 11

th

Plan document and the recent analysis of the
teacher education system made with special
reference to the provisions of RtE 2009. The
analysis shows that in 2009 there were 5.23
lakh vacancies of school teachers at the
elementary level and the provisions under RtE
would lead to an additional requirement of
around 5.1 lakh teachers. Moreover, around 6
lakh teachers were untrained, i.e. they did not
possess the prescribed qualifications.

The revised Scheme is guided by the
following factors:

• to integrate teacher education with the overall

education development in the states in
keeping with the mandate of RtE;

• the need for expansion of capacity of teacher

education institutions, especially in some of the
deficit states of East and North-Eastern region;

• address the problem of large number of

untrained teachers and the possibility of large
number of persons being recruited (because
of the pupil-teacher ratio (PTR) specified in
the RtE Act) without possessing the
prescribed professional qualification;

• expanding institutional capacity to provide

in-service training for secondary school
teachers in light of the RMSA;

• to link elementary teacher education with the

higher education system; and

• to develop and put in place a mechanism to

monitor the implementation of the Scheme on
various physical and financial parameters
with pre-defined outcomes for improving the
overall quality of various activities of the
teacher education institutions.

Strengthening of SCERTs and SIEs
SCERTs are visualized as lead academic
institutions at state level providing support to
DIETs, CTEs, IASEs and also engaging in
educational research and training. They should
function along the lines of NCERT at the state
level, engage in providing advice to state
governments on policy issues, support
implementation and appraisal of programs and
undertake programs for quality improvement in
school education and teacher education.

Under section 29(1) of the RtE Act, the state
government has to appoint an academic authority
to lay down the curriculum and evaluation
procedure which would be followed by all
schools the elementary level. Given their existing
mandate, most states have notified their SCERTs
as the academic authority to perform this
function. The scope of their functioning must
encompass curriculum development,
preparation of proto type teaching 'learning
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material and textbooks for all levels of school
education and teacher education. The existing
curriculum and syllabus of the teacher education
courses will have to be revised in light of the
NCF 2005 and NCFTE 2009.

The SCERT should be the nodal agency in
the state and establish proper coordination and
collaboration with various statutory bodies like
Board of Textbooks, Board of Secondary
Education and Board of Elementary Education.
Alongwith its in-service responsibilities, the
SCERT should attempt at evolving meaningful,
short-term and long-term teacher education
programs on specific themes of specialization for
secondary and senior secondary teachers,
administrators and teacher educators. Besides
these, doctoral and post graduate programs in
education/teacher education for early primary to
secondary stages should be offered by SCERT.
Designing and implementing such programs
would also help them in visualizing the relevant
inputs for in-service teacher education. Adequate
opportunities for continuously updating the
capacities of SCERT faculty should be created so
that they can discharge their responsibilities in
the following areas effectively.

• Training for educational administrators,

including head teachers: SCERTs/SIEs
should also develop appropriate training
material and conduct training for education
administrators, including head teachers. With
the emergence of panchayati raj institutions
and the empowerment of village education
committees (VECs) and school management
committees (SMCs) for school management
(Section 21 of the RtE Act), head teachers and
district/ sub-district level education
administrators must acquire new perspectives
on planning and management. The program
components will include a vision on
decentralized planning and management of
educational programs, including school
leadership programs for head teachers. The
program would be conducted in a cascade
model in which the SCERT would develop
resource persons for imparting the training.

• Orientation/Induction training to teacher

educators: The newly recruited teacher
educators of DIETs/DRCs should have

strong grounding in curriculum, pedagogy
and research. They shall be given orientation
training (induction) for a period of 14 days
by the SCERTs/SIEs by utilizing the expertise
of academicians from national/regional level
institutions such as NCERT, NUEPA, Tata
Institute of Fundamental Research (TIFR),
TISS, RIEs, etc.

The Project Approval Board on Teacher
Education would approve the perspective plan
for the development of the SCERT. These
approvals would be based on specific proposals
received under the aforementioned components
from the state government, including physical
and financial estimates of the proposals. States
which have a SIE instead of SCERT would also
be eligible for the aforementioned central
assistance. However, they would need to upgrade
the SIE in a full-fledged SCERT.

Strengthening and expansion of CTEs
CTEs conduct pre-service and in-service training
for secondary school teachers. They also provide
extension and resource support service to
secondary schools. The present Scheme provides
central assistance up to a maximum of ` 1 crore
per CTE.

Following assistance would be available in
respect of CTEs under the revised Scheme:

• New CTEs would be set up as per the existing

norm of one CTE for three contiguous
districts. This norm would be relaxed only in
exceptional cases. Central assistance for
salary of staff of CTE would be limited only
to the posts sanctioned and filled up after
upgradation of the secondary teacher
education institution into a CTE.

• Only government/aided secondary teacher

education institutions would be upgraded as
CTEs. For selecting institutions for
upgradation, the state government should
devise clear norms from the viewpoint of
ensuring that only institutions with proven
quality are upgraded as CTEs.

• Non-recurring central assistance to existing

CTEs for strengthening and upgrading their
infrastructure in accordance with the
infrastructure norms of CTEs outlined in the
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MHRD Guidelines, 1989, based on the
specifications and state schedule of rates
(SORs). Equipment grant up to ̀  20 lakh per
CTE will also be made available.

• Recurring central assistance for expenditure

on salary (for posts sanctioned and filled up
after upgradation), ̀  25 lakh for program and
activities, and contingency grant of ̀  15 lakh
per year for meeting day-to-day expenses
(including recurring expenses on vehicle up
to ̀  3 lakh per annum, if not already provided
for to the institution).

• In respect of new CTEs, non-recurring central

assistance for upgrading the infrastructure
of the existing secondary teacher education
institution in accordance with the
infrastructure norms of CTEs outlined in the
MHRD Guidelines, 1989 based on the
specifications and state SORs. An amount of
` 30 lakh will also be available for equipments
in a new CTE.

To avail central assistance, state governments
must ensure that all the posts of academic and
non-academic staff in the CTE are filled on or
before 31st March, 2013 and thereafter; the
vacancy should not be more than 5% of the
sanctioned strength.

Strengthening and expansion of IASEs
The present Scheme provides for upgradation of
an existing government/government-aided
secondary teacher education institution/a
department of education in a university

conducting B.Ed. and/or M.Ed. program into an

IASE to perform the following functions:

• pre-service secondary teacher education
program (B.Ed.);

• programs for preparing teacher educators
(M.Ed.);

• in-service training of teacher educators
(mainly DIET faculty);

• short-term courses for teacher educators of
CTEs;

• develop resource material for teachers and
teacher educators;

• conduct advanced level fundamental and

applied research and experimentation in
education; and

• M.Phil. and Ph.D. (subject to availability of

necessary faculty and facilities).

The criterion for settingup an IASE in a state
under the existing Scheme is: (a) state with 20
districts or less– 1 IASE (b) states with 21-40
districts– 2 IASEs and (c) states with more than
more than 40 districts– 3 IASEs. An IASE eligible
for recurring and non-recurring central assistance
up to ̀  2.25 crore for the entire plan period.

IASEs will be additionally required to set up
units/centre that would undertake in-depth work
in specific areas including research and material
development in areas of curriculum studies,
Pedagogic studies, assessment and evaluation,
apart from the responsibility of educating teachers
and teacher educators. This will ensure the
development of a professional cadre of teacher
educators with specialized skills. These
institutions would also act as regional resource
centers, each catering to state-owned teacher
education institutions in the vicinity as a resource
centre for these institutions for various activities,
including development of curriculum and
learning material, educational planning and
administration, development of modules for
training of educational administrators. It is
proposed that departments of education in state/

central universities be upgraded as IASEs.

Continuation of support to DIETs

DIETs are nodal institutions for improving the
quality of elementary education in the district.
They were mandated to transact pre-service and
in-service training programmes for elementary
school teachers. In certain small districts of the
country, which do not require a full-fledged DIET,
there is provision for establishing a district
resource centre (DRC). The following
modifications are made in the existing norms of
central assistance to DIETs

• Condition for central assistance– The study
conducted by NCERT and reports received
from the state governments indicate that large
vacancies of academic and non-academic
posts exist in several DIETs. State
governments have been rather slow in filling
up the vacancies in the DIETs/DRCs.
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Further, most state governments have not
created a separate cadre of teacher educators,
even though they were required to do so. Both
these factors have undermined the capacity
of the DIETs to perform their functions
efficiently. It is accordingly mandated that
central assistance would be released to the
state governments with respect to the existing
DIETs/DRCs only if the state create a cadre
of teacher educators and fills up all the
vacancies by 31st March, 2013 and thereafter,
the vacancy should not be more than 5% of
the sanctioned strength. In respect of new
DIETs (established 11

th
 Plan onwards), all the

sanctioned posts should be filled up within
a period of one year of establishment.

• Reorganization of DIET Structure- The DIETs
need to be strengthened in all respects in terms
of organizational structure, physical
infrastructure, academic programs, human
resources, financial support etc. In view of
the large requirement of training of teachers
under the RMSA, DIETs will also be
responsible for in-service training of
secondary school teachers. This would
require a reorganization of the existing DIET
structure. Moreover, as the study by NCERT
has indicated, while there are 7 branches in a
DIET, several of the branches have either been
non-functional or partly functional, while
some have outlived their utility. The
inflexibility in the organizational structure
of the DIET has led to a sub-optimal
utilization of its human resources and its
inability to allow innovation and
prioritization of its activities.

In order to allow DIETs to have flexibility in
utilizing its human resources in an optimal and
efficient manner, it would be desirable to specify
the various programs and activities that they are
expected to perform and allow each DIET to
reorganize its resources depending on the
importance of one or more program/activities for
each of them. A committee consisting of
representatives of the SCERT, principal and
senior lecturers of the DIET and the district
education officer (elementary and secondary
education) should recommend a re-organized
structure of the DIET, to the secretary education/
director, SCERT. Alternatively, the secretary

education of the state government should, in
consultation with academic bodies such as SCERT,
prepare alternate models of the DIET structure
which would then be adopted by the DIETs in the
state. The teacher educational approval board
(TEAB) will be the final authority to approve
changes in the organizational structure and all
proposals should be brought before it for approval.

DIETs will be overall responsible for activities
relating teacher education and school quality/
school improvement in the district, and work with
the block institutes for teacher education BITEs,
BRCs and CRCs towards:

• organizing and conducting a high quality pre

service teacher education program for
elementary school teachers;

• organizing and supporting teacher

professional development (including head
teachers);

• academically monitoring and supervising of

schools, school improvement and school
development;

• serving as an education resource centre for

the district extended to reach teachers in
conjunction with the BRCs and CRCs;

• meeting district specific needs in areas such

as district specific material development,
research and action-research programmes for
special groups in the district; and

• developing the district academic plans and

monitoring the quality of schools and
teaching in the context of the RtE, and
coordinating the work of other agencies
which may be working and contributing to
the strengthening of the public education
system in the district.

Establishment of BITEs in SC/ST and minority
concentration districts
There are a large number of districts having high
concentration of SC/ST and minorities where
there is an urgent requirement of setting up
elementary pre-service teacher training
institutions to ensure preparation of elementary
school teachers from amongst persons from the
community. While the policy for elementary
education has a foundation for inclusive
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education and includes strategies for
sensitization of teachers to the specific needs of
children belonging to SC/ST and minorities, the
establishment of these institutions would ensure
access to good quality teacher education facilities
for rural and remote areas and facilitate the entry
of talented persons, particularly persons from SC/
ST and minority concentration areas, into the
teaching profession. This would help ensure the
participation of SC/ST and minority groups in
the teaching profession and also overcome the
shortage of locally based teachers in these areas
to be employed in elementary schools.

The Ministry of Minority Affairs, Government
of India had obtained ‘in principle’ approval of
the cabinet on the proposal to set up teacher
education institutes in minority concentration
areas. The Ministry of Minority Affairs has
prepared a list of 90 minority concentration
districts (MCDs) based on the 2001 census data
on population, socio-economic indicators and
basic amenities indicators. List of the 90 MCDs,
along with the list of districts with SC population
above 25% and ST population above 50%, based
on 2001 census data.

It is proposed to establish 196 BITEs- one such
institute in a block of each of the 90 MCDs and the
SC/ST dominated districts (other than the block
in which a DIET is sanctioned), for which central
assistance would be provided. BITE may be a pre-
service elementary teacher education institution.
It would be established in the block having the
highest concentration of SC/ST/minority,
depending upon the criterion for which the district
has been identified for setting up the BITE. The
revised Scheme envisages the following strategy:

• Possibilities should be explored for

approaching well performing elementary
teacher education institutions for admitting
eligible persons from the SC/ST/minority
communities to the teacher education course;
the Government would meet the cost of tuition
and other fees in respect of persons so admitted

• Identify an existing elementary teacher

education institution in the district, other than
a DIET, which can be upgraded as a BITE.
Non-recurring central assistance would be
available for civil works for upgradation of
an existing elementary teacher education

institution into a BITE based on the
specifications mentioned in the norms and
standards of the NCTE for a D.Ed. institution
and for a 50-seater hostel, in accordance with
state SORs. Equipment grant of ` 10 lakh
would also be made available. Recurring
grant will be made available for salaries in
respect of posts sanctioned and filled up after
upgradation of the institution to a BITE and
of ̀  5 lakh per year as contingency grant.

• Explore the possibility of using unused

capacity or for increasing the capacity of the
DIET in the district for admitting eligible
persons from these communities to the teacher
education course

• Establish a new BITE (in a block other than

the one where the DIET is established). Non-
recurring central assistance would be
available for civil works for construction of a
BITE based on the specifications mentioned
in the norms and standards of the NCTE for
a D.Ed. institution and for a 50 seater hostel,
in accordance with state SORs. Non-recurring
assistance up to ` 20 lakh for equipments
would also be available. Recurring assistance
would be available for salaries in respect of
the posts sanctioned and filled up, including
` 5 lakh as contingency grant.

Professional development of teacher educators
Continuous up gradation of professional and
academic capabilities is necessary not only for
practicing teachers but also for teacher educators.
Therefore, special emphasis would be given in
the 11

th
 and 12

th
 Plan periods for professional

renewal of teacher educators. Refresher courses
for teacher educators in government and
government aided teacher education institutions
(DIETs, DRCs, CTEs and IASEs) need to be put in
place. 50 lead institutions would be identified and
supported to offer specially designed refresher
courses to teacher educators. These institutions
would develop and impart 21-day refresher
modules in 2 cycles each year, consisting of 40
participants each. Accordingly, around 4,000
teacher educators would be covered each year.
Central assistance up to ̀  2 lakh per course of 21-
days duration would be made available to an
institution, for conducting up to two refresher
courses every year.
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Technology in teacher education
The central aim of introducing technology in
teacher education is to develop and promote
openness for new thinking in an atmosphere of
innovation through introduction of methods that
are interactive, non-threatening and self-paced
and move away from mechanical text-based,
chalk and talk methods. Integrating ICT into
teacher education is also necessary for bridging
the digital divide between government and
private teachers, rich-poor, urban-rural, by
providing opportunities to effectively use
technology to further educational objectives. This
will entail hardware support, namely
provisioning for satellite transmission facilities
in the DIETs. It will also entail provisioning for
software support for developing content and
orientation of teacher educators and teachers.

Public-Private Partnership (PPP) in teacher
education
A large number of initiatives have been taken by
private not-for-profit organizations in the
education sector in providing quality,
particularly at the elementary stage. Collaboration
of such organizations with teacher education
institutions would be extremely useful.
Accordingly, SCERTs and DIETs need to be given
the mandate to involve not-for-profit
organizations for conducting innovative field
based programmes relating to teacher education,
collaboration in in-service and pre-service teacher
education, undertaking impact assessment
studies and designing and developing locally
relevant material for teachers and student-teachers
of teacher education institutions.

Under the revised Scheme, SCERTs and
DIETs would have the mandate to involve private,
non-for-profit organizations in their activities. The
framework for such involvement would be
developed by the MHRD.

Monitoring mechanism
One of the problems pointed out in the NCERT
Report was the weak monitoring of the outputs
and outcomes of the teacher education institutions

and the absence of a systemic and institutional
mechanism to measure the effectiveness of these
institutions. It becomes incumbent upon the
government to develop an institutional mechanism
to monitor the effectiveness of the Scheme. It is
accordingly proposed to:

• develop a database of the teacher education

institutions;

• develop a computerized management

information system (MIS) of these institutions
along with performance indicators of
physical and financial progress of the various
outputs and outcomes of the Scheme;

• develop a portal, linked to the MHRD portal,

containing (a) and (b) above;

• develop a set of performance indicators of

DIETs, CTEs and IASEs for assessing their
quality and suggesting for their
improvements. SCERT, Tamil Nadu has
developed a set of performance indicators for
DIET effectiveness. It is proposed to utilize
the same for developing national level set of
performance indicators for DIETs, CTEs and
IASEs;

• identify independent and well reputed

institutions (universities, etc) engaged in
teacher education and entrust them with the
responsibility to periodically evaluate the
performance of these institutions (on sample
basis), based on the performance indicators
mentioned at (d) above; and

f. entrust SCERTs/SIEs with the responsibility
of monitoring the performance of all the
DIETs/DRCs and CTEs in the State.

Establish a technical support group at the
level of the Ministry, which would provide
support to the Ministry for collection, collation
and analysis of information received through the
MIS, assist in appraisal of annual work plans of
the state governments, analyze the reports
received from the monitoring agencies, etc.
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Proposed Revised Scheme

SCERTs

(i) New 'model' staffing pattern as suggested by
the   NCERT

(ii) Financial outlay

a. For strengthening of infrastructure based
on state SORs and equipment grant of
` 30 lakh

b. Establishment of special cells :  ` 50 lakh

c. Specific projects : ̀  20 lakh p.a.

d. Faculty development : ̀  10 lakh p.a.

e. Training of educational administrators
and teacher educators

f. Salary of faculty/staff in respect of
additional posts filled up and sanctioned
in accordance with the suggested
organizational structure.

(iii) Financial sharing between centre and states:
75:25 (90:10 for NER, including Sikkim)

IASEs

(i) Financial outlay

a. Recurring expenditure on salary (for posts
sanctioned and filled-up after
upgradation), ` 25 lakh for programmes
and activities, ` 15 lakh as contingency
grant (including `  3 lakhs for vehicle)

b. Non-recurring grant for strengthening
and upgradation of infrastructure based
on state SORs and equipment grant of `
20 lakhs

c. Establishment of new IASEs - grant for
infrastructure strengthening and
upgradation based on state SORs and
` 30 lakhs as equipment grant and
recurring grant as per (a) above.

Existing Scheme

(i) Every state has its own organizational
structure

(ii) Financial outlay : ` 2 crore for entire plan
period, covering following components :

a. Strengthening of physical infrastructure;

b. Establishment of cells for English and
Computer Education

c. Specific projects on training, curriculum
and material development, etc.

 
 
 
 

 

(iii) Financial sharing between centre and states :
50:50

 

(i) Financial outlay

a. Recurring expenditure on salary (for posts
sanctioned and filled up after up-
gradation) programmes and activities : `
2.25 crore for entire Plan period

b. Non-recurring grant : ` 70 lakhs for plan
period for civil work and equipment

c. Establishment of new IASEs : ` 1.0 crore
for plan period for civil work and
equipment

Annexure IV
Comparative Chart of Revised Scheme and Existing Scheme
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(ii) Financial sharing between centre and states
75 : 25  (90:10 for NER, including Sikkim)

CTEs

(i) Financial outlay

a. Annual Recurring expenditure on
salaries (for posts sanctioned and filled-
up after upgradation), ` 25 lakh for
programs and activities, contingency
grant of ` 15 lakh (including ` 3 lakh for
vehicle)

b. Non-recurring grant for strengthening
and upgradation of infrastructure based
on state SORs and equipment grant of
` 20 lakh

c. Establishment of new CTEs - Grant for
infrastructure strengthening and
upgradation based on state SORs and
` 30 lakh as equipment grant and
recurring grant as available to existing
CTEs.

(ii) Financial sharing between Centre and States :
75 : 25 (90 : 10 for NER, including Sikkim)

(iii) Norms for opening up new CTE : Need basis
to be determined by the state government,
subject to approval by the TEAB

DIETs

(i) Financial outlay

a. Recurring expenditure for salaries (for
posts sanctioned and filled up after up-
gradation), programs and activities (` 30
lakh), faculty development (` 5 lakh),
contingency (` 15 lakh, including ̀   3 lakh
for vehicle facility) ;

b. Basis for financial approvals for
programs and activities : Each DIET to
prepare its annual work plan based on
financial and physical parameters which
would be collated in state annual plan  

c. Non-recurring expenditure on existing
DIET (for infrastructure strengthening,
renovation), based on state SOR and ̀  20
lakh for equipments.  

(ii) Financial sharing between centre and states:

100% by centre subject to monetary limits. 

(i) Financial outlay

a. Recurring and non-recurring expenditure
: ̀  1 crore for entire plan period

b. Recurring grant for salaries (for posts
sanctioned and filled up after up-
gradation), in-service training, school
improvements, etc.

c. Non-recurring grant : Part of overall ` 1
crore for civil work and equipments

d. Establishment of new CTEs : ` 1.0 crore
for entire Plan period (recurring and non-
recurring)

(ii) Financial sharing between centre and states :
100% by centre  

(iii) Norms for opening up new CTE : 1 CTE for 3
contiguous districts.

 

(i) Financial outlay

a. Recurring expenditure for salaries (for
posts sanctioned and filled up after
upgradation), programmes and activities
– ` 23.50 lakh for programmes and
activities per DIET, ` 5 lakh for faculty
development, ̀  5.5 lakh for contingency;

b. Basis for financial approvals for
programs and activities : Financial limits
under the scheme

c. Non-recurring expenditure on existing
DIET (for infrastructure strengthening,
renovation, etc) – ̀  20 lakh per DIET
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d. Non-recurring expenditure on new DIET
: For civil works based on state SORs, and
equipment grant of ̀  30 lakh for upgraded
DIET and ̀  40 lakh for a newly established
DIET.

(ii) Financial sharing pattern : 75:25 (90:10 for
NER, including Sikkim) 

(iii) Norms for establishment of new DIET: DIET
in each district created upto 31.03.2011 

(iv) Staffing pattern of existing DIET : As suggested
by NCERT; however, organizational structure
can be flexible to be decided by the respective
State Government

(v) To be provided vehicle facility

(vi) Functions of DIET : Pre-primary to secondary
for in-service training.

(vii)DRCs to be upgraded as DIETs

d. Non-recurring expenditure on new DIET
: ̀  1.75 crore for civil work and equipments

(ii) Financial sharing pattern : 100% centre (other
than existing committed state liability) 

(iii) Norms for establishment of new DIET: 1 DIET
in each district created upto 1.04.2002 

(iv) Staffing pattern of existing DIET : As in 1989
Guidelines

(v) No such provision

(vi) Functions of DIET : elementary level 

(vii) No such provision

New Components

Establishment of Block Institutes of Teacher Education (BITEs)
To be established as a pre-service elementary teacher education institution in 196 SC/ST/MCDs.

Non-recurring grant for civil work as per State SORs and ̀  10 lakh for equipments. Recurring grant for
salaries (based on actual) and of ̀  5 lakh per annum for contingency. Centre State sharing ratio to be
75:25 (90:10 for NER States, including Sikkim)

Professional Development of Teacher Educators
50 lead institutions in the country to conduct orientation courses for teacher educators for 21 days

@ ` 2 lakh per course.

Technology in teacher education – hardware and software support in every DIET for satellite
transmission facilities

To provide for hardware and software technology support (EDUSAT facilities) to DIETs.

PPP in teacher education
Enable SCERTs and DIETs to involve not-for-profit organizations for conducting innovative field

based programmes in teacher education, collaboration in in-service and pre-service teacher educa-
tion, undertake impact assessment studies, etc.
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Book Review

J. P. Das, Reading difficulties and Dyslexia: An interpretation for teachers. 198

pages. New Delhi: Sage Publications. 2009.  `̀̀̀̀ 325 (paperback)

Summary: This book provides a comprehensive
overview of reading difficulties and dyslexia by
analyzing the underlying processes. The writing
style is lucid and it provides evidence from current
research. The audience for the book is teachers,
teacher educators, and also parents. The process
of reading difficulties and dyslexia is interpreted
by using the PASS (Planning-Attention-
Simultaneous-Successive) processes. This model
is used as a theoretical framework for
conceptualizing the cognitive processes in
humans, especially related to the reading
processes and also for providing remediation
programs. The book is divided into three sections,
the first on 'Understanding Reading Difficulties',
the second 'Remediation of Reading and Learning
Difficulties' and the third on 'The Next Steps.'

Understanding reading difficulties:The content
of the six chapters in the first section provides
reasons for reading difficulties in children,
attributing the causes to be medical, physical,
psychological, and cultural. The origin of the
word dyslexia is from Latin and Greek, 'dys' as in
dysfunction, meaning 'difficult' and 'lexis'
meaning 'speech' or 'word' (p. 2). The difficulties
in detecting dyslexia are pointed out before a child
actually begins to read and write formally. Also,
within the spectrum of children who have reading
difficulties, the author provides specific guidelines
on how we could distinguish those who are
dyslexic. These chapters provide an in-depth
analysis of the skills needed during the process
of reading and how the performance of a dyslexic
child is different from those readers who are
reading at grade level. Difficulties faced by
dyslexic children in tasks of phoneme
identification and phoneme manipulation are
provided. The author points out that, among other
skills required in reading, children who have
significant issues in reading comprehension, but
not in listening comprehension could be
characterized as being truly dyslexic. Children
also face challenges in spelling, especially
because this act requires sequencing or successive

processing and writing because it requires
planning, a particularly difficult task for
dyslexics. The author further points to the
problematic nature of the concept IQ that is
frequently used to predict dyslexia.

Remediation of reading and learning difficulties
The second section comprises of eight chapters
and focuses on PREP-PASS Reading
Enhancement Program. The assumption
underlying PREP is that 'children’s difficulties
in learning can be modified, reduced, and
improved through appropriate cognitive
stimulation, that is, the child has an enormous
potential for learning, only some of which is
exploited in classroom instruction' (p. 72). There
are three philosophies underlying PREP. The first
comprises a 'microgenetic' approach which
assumes that children are equipped with a variety
of strategies that can be observed while the child
is doing a task, and not just with an analysis of
the final product. These provide us with an
insight into the child’s planning process.
Additionally, these strategies can be transferred
across tasks. The second philosophy
'sociocultural' based on the sociocultural theory
of learning by Vygotsky, hypothesizes that
disability provides an opportunity for the child
to be creative in other aspects. Lastly, the
philosophy of 'rehabilitation' stresses on the
educators to focus on the strengths of the child
and not the weaknesses. Overall, the author
argues that the process of teaching should be used
to strengthen and also remove the weaknesses—
thus helping the child to 'substitute, replace, and
reorganize' (p. 79).

This section also focuses on helping children
get ready to read. In particular, the author refers
to the COGENT Program (Cognitive Enhancement
Training), based on the PASS theory of
intelligence. The goal of this program is to help
students build their cognitive, language, and
phonemic awareness skills by firstly providing
them with support to follow instructions and to
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internalize them. Later, students are able to initiate
problem solving independently. This section
concludes with case studies of several children
across different countries who have shown
remarkable improvement in reading and general
cognitive skills through the use of this program.

The next steps
The last section consists of two chapters. It begins
with a discussion of arithmetic because children
who are dyslexic have difficulties in
comprehension, an essential component for
problem solving in arithmetic. The basis of this is
difficulty is the simultaneous processing required
for comprehension. The last part of this section
and the epilogue provide further evidence of
empirical studies in this area and an integration
of the views of reading and the processing of
reading difficulties by children.

Addressing Dyslexia in teacher education
programs
Overall, the book is a valuable resource, especially
for classroom teachers who have students with
reading difficulties in their classroom and are not
sure regarding the kind of difficulty these students
have and what kind of support they need for
reading instruction. While dyslexic students can
be found in any classroom, teacher education
programs often do not prepare teachers for
supporting such students in their classrooms
(Williams & Lynch, 2010). A study also indicated
that while pre-service teachers had some basic
understanding of the process of dyslexia as a
reading difficulty, they were unclear about the
specific phonological processing components of
dyslexia (Ness & Southhall, 2010). Additionally,
teacher attitudes towards dyslexic students are
often negative, implying that they do not hold high
expectations of students with dyslexia (Hornstra,
Denessen, Bakker, Bergh, & Voeten, 2010). This
book helps in providing insights regarding

dyslexia to teachers and also in helping them see
the strengths of dyslexic students.

While most examples for dyslexia are
provided for students learning English as a first
language, the author also addresses issues and
challenges for students who speak and learn
English as a second language. For example,
students who have learned to read and write in
Hindi or Oriya as their mother tongue, may have
difficulty in reading and writing in English
because of the differences in how these languages
encode the sounds. Further, the author also points
to the dangers of teaching a second language
(especially English in India) before students have
mastered literacy skills in their mother tongues
because this could lead to poor comprehension
in cases where rote learning is emphasized
instead of comprehension.

The book focuses on the program that is more
effective in small group or one-on-one settings,
its weakness is that it provides limited strategies
that could be used in inclusive classrooms. These
strategies have been highlighted extensively in
Lee and Jackson (2001) and could be used in any
setting and be especially beneficial for students
with reading difficulties, including dyslexia.
Some of these strategies are increasing time for
assignments and decreasing length, providing
outlines for tasks, using graphic organizers,
providing a review of table of contents, using
colored highlighters, talking spell checker,
portable word processors, and so on. Some
specific ideas could also be incorporated in pre-
service teacher education such as case studies that
focus on dyslexic students, tutoring children with
dyslexia, interviewing experts who provide
instruction to students with dyslexia, research on
instructional approaches, and classroom
observations of students with dyslexia in whole
group settings (Ness & Southall, 2010).
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APF : Azim Premji Foundation

APPEB : Andhra Pradesh Primary Education Project

B.Ed. : Bachelor of Education

B.El.Ed. : Bachelor of Elementary Education

B.Sc. : Bachelor of Science

BA : Bachelor of Arts

BITE : Block Institute of Teacher Education

BRC : Block Resource Centre

CCE : Continuous and Comprehensive Evaluation

CLAPS : Children Language Accelerating Program for Sustainability

CLIPS : Children Language Improvement Program

CRC : Cluster Resource Centre

CSS : Centrally Sponsored Scheme

CTE : College of Teacher Education

CWSN : Children with Special Needs

D.Ed. : Diploma in Education

DEO : District Education Officer

DFID : Department of International Development

DIET : District Institute of Education and Training

DPEP : District Primary Education Program

DPO : District Project Office

DRC : District Resource Centre

DRG : District Resource Group

DSERT : Department of State Educational Research and Training

ECE : Early Childhood Education

Ed.CIL : Education Consultants India Limited

EduSAT : Education Sattellite

EETRN : Elementary Education Teacher’s Research Network

HBCSE : Homi Bhabha Centre for Science Education

IASE : Institute of Advanced Studies in Education

ICT : Information Communication Technology

IT : Information Technology

JEE-IIT : Joint Entrance Examination-Indian Institute of Technology

LEP : Language Enhancement Program

M.Ed. : Master of Education

M.Phil : Master of Philosophy

MACESE : Maulana Azad Centre for Elementary Education



MCD : Minority Concentration Districts

MCD : Municipal Coorporation of Delhi

MHRD : Ministry of Human Resource Development

MIS : Management Information System

NCERT : National Council for Educational Research and Training

NCF : National Curriculum Framework

NCFTE : National Curriculum Framework for Teacher Education

NCTE : National Council for Teacher Education

NER : North-Eastern Region

NGO : Non Government Organization

NIEPA : National Institute of Educational Planning and Administration

NUEPA : National University of Educational Planning and Administration

PAC : Program Advisory Committee

Ph.D. : Doctor of Philosophy

PPP : Public-Private Partnership

PRI : Panchayati Raj Institution

RIE : Regional Institute of Education

RMSA : Rashtriya Madhyamk Siksha Abhiyan

RtE : Right to Education

SC : Scheduled Caste

SCERT : State Council of Educational Research and Training

SEP : School Experience Program

SIE : State Institute of Education

SIERT : State Institute of Education, Research and Training

SMC : School Management Committee

SOR : Schedule of Rates

SRG : State Resource Program

SSA : Sarva Shiksha Abhiyan

ST : Scheduled Tribe

STEI : Secondary Teacher Education Institutions

TEAB : Teacher Education Approval Board

TEI : Teacher Education Institute

TIFR : Tata Institute of Fundamental Research

TISS : Tata Institute of Social Sciences

TLM : Teaching-Learning Material

TTI : Teacher Training Institute

UEE : Universalization of Elementary Education

UFC : University Grants Commission

ULIE : University of London Institute of Education

VEC : Village Education Committee




