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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 August,
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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Editorial

The Right to Education Act (RtE) 2009 focuses on improving the quality of education and making it
available to all children. Besides other factors, it lays emphasis on having trained teachers to meet
these goals. The assumption is that a trained teacher would be better prepared to understand
children, be sensitive to their diverse backgrounds and understand  other curricular  matters better.
She would also appreciate the goals of education for a democratic republic like India that believes in
plurality and encourages diversity. Thus, RtE expects that a teacher can through training, be
professionally prepared to teach better, keeping in mind the interests of children as well as their
experiences and voices such that learning excites and challenges them and assessment is as
stress-free as possible. In an attempt to ensure that the training process of teachers is not delayed
endlessly, it lays down that all teachers would have been so trained by the year 2014.

With a short time-fuse and a metaphoric gun on the head, states are desperately looking for measures
to certify their untrained teachers by enrolling them in courses. Given the weaknesses of the  teacher
education system like a lack of good teacher educators,  lack of mechanisms for preparing such teacher
educators etc., it is unrealistic to ensure fast-track, quality training for all untrained teachers.

Over the last two decades, the issue of modifying  or  changing teacher preparation programs has been
extensively debated. Alternative pre-service  and in-service teacher education programs have begun to
emerge. The battle for change has been tough as neither the institutions delivering teacher training nor
the prospective teachers are keen on long duration programs which demand greater commitment. The
RtE time-line has been added  into this melting pot, rendering sustained reform in quality teacher
education even more difficult. The discourse on building capacity in institutions of teacher education
and making them more quality conscious is replaced by the need to have a large numbers of teachers
go through some certification process and be recognized as trained.

The gaps in the massive training courses/programs necessitated by DPEP/SSA have still not been
corrected. A similar and deeper concern that has been looming over pre-service training, has got more
intense. The large under-staffing in DIETs and government colleges and their disinclination and
under-preparedness to understand NCF 2005, NCFTE 2010 suggest their incapability to bring to the
ground the tenets and principles of RtE as well. The implementation of RtE and the time-periods it
envisages need close examination. Mechanisms for building institutional capacity for teacher education,
including through institutions that are outside the fold of the government but have the capability to
lead this transformation for both pre-service and in-service programs, need to be investigated.

A related stipulation of RtE of constituting school management committees, though laudable, merits
closer examination. According to the bill 75% of the members of the committee should be the parents
and the rest from local bodies. No doubt community ownership of schools can strengthen schools in
many ways. It can shake the system out of its complacency by making it more accountable. All the
same it puts a greater responsibility on the school for  spearheading social change.

In a recent instance, two adolescent children, a girl and a boy, studying in a government-aided school
were found consistently talking to each other. The teachers tried to convince the children that this was
inappropriate. The boy was scolded and fined where as the girl’s parents were summoned to the
school. The girls parents immediately withdrew the girl from the school for the fear of ‘social shame’.
The girl was not even allowed to take her class 10 examinations. The school, thus partnered with the
community, in a silent and violent conspiracy to punish the girl for her perceived intransigence of
expected gender norms and roles. Such incidents, raise questions on the preparedness of teachers and
the school in dealing with matters which require questioning existing social mores and practices. In
the above case the teachers could have handled the situation in a much more sensitive manner. They
could have engaged with the parents of both children as well as the and the community to bring about
a change in the perception that the burden of protecting ‘dignity’ is to be shouldered by only the girl.



Most of our teacher education programs do not adequately prepare teachers to engage with the school
and community to attempt changes in culture and belief systems. The school and the community
continue to maintain status quo in important areas particularly, equity and rights of children. Thus, if
there are opportunities for including progressive voices from any quarter of society in the  committee,
then such opportunities must be explored and widened. This would mean making the requirement of
community engagement with schools, flexible. The idea of community as assumed in the Right to
Education Act needs to be unpacked. The community around the school in all probability would have
a common belief system. There is need to add a plural and egalitarian view-point to the committee to
engage with such issues and move towards a more equitable and just society.

As this issue goes online, India will be preparing to host an International Conference on Teacher
Education in partnership with UNESCO followed by E9 meeting. It is perhaps for the first time that the
agenda focuses on issues of one country, India. Over the last two decades we have had a variety of
international projects and missions set up to improve elementary education including those for teacher
education. These attempts have been full of energy and resources and the zeal accompanying these
efforts needs to be complimented. However, as India gears towards concretization of legislative
imperatives of quality education, we need to recognize that education is not a ‘project’ or a short-term
mission; it is an effort to continuously engage with generations meaningfully. The process of education
needs to be worked on continuously. The drive for energizing and transforming institutions of education
has to be  continuously maintained. Improvement and transformation cannot be a one-time or
time-bound effort. The principles emanating from RtE 2009, NCF 2005, NCFTE 2009 as well as the
series of seminars on teacher development, need to be worked upon continuously until a culture of
quality, equity and justice becomes embedded in all Indian schools and teacher education institutions.
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lq/khj JhokLro

dSls i<+k,¡ xf.kr\
,d f'k{kd us fy[kk vius f'k{kd fe= dks [k+r

fiz; fuys'k]

rqEgkjh fpB~Bh feyhA dy ls ysdj vHkh rd mls dbZ
ckj i<+ pqdk gw¡A rqEgkjh ckrksa ls cM+h [kht vkSj fujk'kk
>yd jgh gSA fo'ks"k :i ls ogk¡] tgk¡ rqe fy[krs gks
^^--- ;k rks ;s cPps xf.kr ugha lh[k ldrs ;k eq>s gh
i<+kuk ugha vkrk---A** eq>s fpUrk Hkh gqbZ vkSj [+kq'kh HkhA
fpUrk bl ckr dh fd rqEgkjs tSlk ifjJeh O;fä Hkh
,slk dg ldrk gSA [+kq'kh bl pht+ ij fd rqe cPpksa ds
ugha lh[kus ls ijs'kku gksrs gksA dk'k! lHkh f'k{kd rqEgkjh
rjg] cPpksa dh fQ+Ø djus okys gksrsA

rqEgkjh ;gh ckr eq>s ckË; dj jgh gS fd rqels
bl ij ckrsa d:¡A igys rqels cPpksa dh dfBukb;ksa
ij ckr d:¡xk] fQj f'k{kd ds :i esa rqEgkjh eqf'dyksa
ijA eSa ugha tkurk] eSa tSlk lksprk gw¡ ;k djrk gw¡
mlls rqEgsa enn feysxh ;k ughaA D;ksafd gj cPps dh
viuh leL;k gksrh gS vkSj dksbZ ,d rjg dk gy
nwljh txg Hkh dkjxj gks ,slk t+:jh ughaA fQj Hkh
eq>s yxrk gS] dqN ckrsa ,slh t+:j gSa tks lh[kus dh
csgrj ifjfLFkfr;k¡ cukrh gSaA

,d cPph xf.kr lh[krs le; dSlh fnD+d+rsa
eglwl djrh gS] dSls mls gy djrh gS\ bl ij
lksprs gq, eq>s dqN ;kn vk jgk gSA mls oSlk gh
fy[kus dh dksf'k'k djrk gwa rkfd rqe vius <ax ls
mldk fo'ys"k.k dj ldksA

,d 'kke tc vkWfQ+l ls ?kj ykSVk rks ns[kk esjh
NksVh csVh lR;k viuh ek¡ ls my> jgh FkhA X+kqLls ls
yxHkx ph[k jgh Fkh] ̂ ^eSa ugha i<+uk pkgrh xf.kr--A
lcls xUnk fo"k;A dkSu yk;k bldks nqfu;k esa\
feysxk rks cgqr ek:¡xh] cksyw¡xh py esjh Dykl esa cSB
ds ns[kA** mldh ek¡ us esjh vksj ns[kkA mudh vka[kksa
esa ,d loky Fkk] ̂ ^D;k d:¡\** eSaus b'kkjs ls gh dgk]
^^NksM+ nksA**

FkksM+h nsj ckn eSa lR;k ds ikl tkdj cSBkA
mldh ihB ij gkFk j[kdj iwNk] ̂ ^D;k ckr gS csVk\**

mlus esjh vksj ns[kdj dgk] ̂ ^ikik] xf.kr vPNk
fo"k; ugha gS u\** eq>s tokc ugha lw>kA FkksM+k Bgjdj
eSaus dgk] ̂ ^gk¡ csVk dHkh&dHkh eq>s Hkh ,slk gh yxrk
gSA** og vk'oLr gqbZ mlds fopkj dks Lohd`fr fey
xbZ FkhA

eSaus iwNk] ^^vkt eEeh ls D;ksa >xM+ jgh Fkha\**

^^eEeh gkseodZ iwjk djus dks dg jgh FkhaA**

^^gkseodZ eqf'dy Fkk D;k\**

^^eqf'dy ugha Fkk] esjs ls cu tkrk gS ij vkt
Ldwy esa MkaV iM+h blfy, X+k+qLlk vk jgk FkkA**

^^vPNk rks ;s ckr gSA D;k gqvk Fkk Ldwy esa\**

^^ikik] vkt nks rjg ds loky feys FksA ,d]
ehVj dks lsaVhehVj esa vkSj nwljk] lsaVhehVj dks ehVj
esa cnyksA Vhpj cksyh fd ehVj dks lsaVhehVj esa
cnyus ds fy, lkS dk Hkkx nksA**

^^rqe rks xq.kk vkSj Hkkx djuk tkurh gks blesa
D;k izkCye gS\**

^^izkCye gS ikikA eSa dbZ ckj Hkwy tkrh gw¡] dgk¡
xq.kk djuk gS vkSj dgk¡ Hkkx nsuk\ vkf[+kjh loky esa
rks fdyksehVj Hkh vk x;k gSA**

^^vksg! - - -rqeus viuh izkCye Vhpj dks crkbZ\**

^^gk¡ ikik] eSa muls iwNk fd ehVj dks lsaVhehVj esa
cnyrs le; lkS dk xq.kk D;ksa djrs gSa\**

^^okg! rqEgkjk loky rks cf<+;k FkkA D;k tokc
fn;k Vhpj us\**

^^Vhpj t+ksj ls cksyha] ̂ ^ftruk eSa dg jgh gw¡ mruk
djksA**

vksg!---

eq>s dqN lw>k ugha D;k cksyw¡A fQj eq>s yxk] bl
le; Vhpj dh bl izfrfØ;k ij lkspus ls vPNk gS
cPph ds loky ij fopkj fd;k tk,A

tc eSaus bl loky ij x+kSj fd;k rks eq>s yxk fd

1
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vkSj Hkh dbZ loky gksaxs ftu ij lkspuk gksxk tSls
cPps dh okLrfod leL;k D;k gS\ D;k og ehVj]
lsaVhehVj ds vkilh lEcUËk dks le>rk gS\ D;k mls
irk gS fd bu bdkb;ksa dh enn ls fdl pht+ ds uki
dks fd;k tkrk gS\ D;k ehVj vkSj lsaVhehVj ds
ifj.kke esa Hksn dj ldrk gS\ D;ksafd eq>s rks vHkh Hkh
dfBukbZ gksrh gS tc eSa fdlh fcfYMax dh Å¡pkbZ ;k
t+ehu dh yEckbZ&pkSM+kbZ dk vuqeku yxkrk gw¡ ;k
fQj ehVj ;k QqV esa fn, x, ifj.kke dks vkil esa
cnyrk gw¡A ;s rks os leL;k,¡ gSa ftudh eSa dYiuk dj
ik jgk gw¡A u tkus ,slh vkSj fdruh ckrsa gksaxh tks esjh
lksp ls ijs gSaA

;g lc lksprs gq, eSaus r; fd;k fd igys ;g
irk fd;k tk, fd cPph uki&tks[k ds lEcUËk esa
eksVs rkSj ij D;k&D;k tkurh gSA fQj mls ehVj
Ldsy ;k Vsi fn[kkdj ehVj&lsaVhehVj ds ckjs esa ckr
dh tk,A bruh ckrphr ls rks le> cusxh  vkSj
mlds vkËkkj ij vkxs lkspk tk,xkA

[kkuk [kkrs le; eSaus iwNk] ̂ ^lR;k esjs fy, jksVh
ykvksxh\**

^^gk¡ ikikA**

^^nks fdyks ys vkvks csVkA** eSaus lgt curs gq,
dgkA

^^nks fdyks**\ mlus esjh vksj vk'p;Z ls ns[kk fQj
dgk] ̂ ^ikik fdyks esa rks lCt+h] nky] 'kDdj ykrs gSaA**

^^vPNk ,slk gS] rks pyks nks yhVj ys vkvks] vkt
bruk gh [kk yw¡A**

^^D;k et+kd+ gS ikik] jksVh
isVªksy gS D;k tks yhVj esa
ukisaxs\**

^^vPNk rks ftruh rqEgkjh
et+hZ mruh gh ys vkvksA**

^^cM+h tYnh gkj eku x,
ikikA eSa rks le>h Fkh  fd vHkh
vki ehVj vkSj ?kaVs esa Hkh jksVh
e¡xk,¡xsA**

eq>s g¡lh vk xbZA eSaus dgk
^^csVk] eSa tkuuk pkgrk Fkk ukius
dh dkSu&dkSu lh bdkb;ksa dks
rqe tkurh gksA**

;s rks eSa le> xbZ Fkh vkids

loky iwNus ds <ax lsA ikik eSa tkurh gw¡ fd ehVj vkSj
lsaVhehVj ls yEckbZ] ukirs gSaA eSa rks bruk tkuuk pkgrh
Fkh fd ;gk¡ xq.kk&Hkkx djus ds fy, lkS gh D;ksa ysrs gSa\

[kkuk [kkdj tc mBk rks ckr fQj 'kq: gqbZA
ehVj Vsi ysdj ge nksuksa us ̂,d ehVj* yEckbZ ij x+kSj
fd;kA fQj ;g ns[kk fd dejs dh dkSu&dkSu lh
pht+sa ,d ehVj ls T+;knk yEch ;k NksVh gSaA vius
vuqeku dks tk¡pk Hkh] vuqeku ds lgh gksus dk et+k
Hkh fy;kA ,d vkSj xfrfofËk dh] nhokj vkSj Q+'kZ ij
NksVs&NksVs fu'kku cuk,] fQj vuqeku ls nwljs fu'kku
bl rjg cuk, fd os igys ls ,d ehVj nwjh ij gksaA
bls tkaprs le; cM+k jksekap gqvkA ge ,d ehVj ds
cgqr ut+nhd vuqeku yxk jgs FksA

Q+'kZ ij ,d ehVj yEckbZ dk vuqeku yxkrs
le; ;g irk pyk fd Q+'kZ ij yxs gq, pkj Vkbyksa
dh yEckbZ Bhd ,d ehVj FkhA ,d Vkby dh yEckbZ
dSls crkbZ tk, bl ij ckr djrs gq, lsaVhehVj dh]
uki dks igpkukA geus ;g ns[kk fd lR;k dh rtZuh
dk vxyk fgLlk ehVj Vsi ij cus fdlh Hkh lsaVhehVj
ds fgLls dks Bhd&Bhd <ad ysrk gSA

vc ;g irk py x;k Fkk fd ,d ehVj dgus ls
pkj Vkbyksa dh yEckbZ ds cjkcj yEckbZ dk vuqeku
gksrk gS] tcfd ,d lsaVhehVj dgus ls Å¡xyh dh ,d
iksj ds QSyku dk irk pyrk gSA vc geus Q+'kZ ij
yxh Vkby dks Å¡xfy;ksa ls ukiuk 'kq: fd;kA ;g
uki ,d tSlh ugha vk jgh FkhA geus r; fd;k fd
bls Vsi ls ukik tk,A ukius ij irk pyk dh ,d
Vkby dk ,d fdukjk iphl lsaVhehVj dk gSA nwljh]
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rhljh vkSj pkSFkh lHkh Vkby ds fdukjs ,d cjkcj
fudysA

eSaus cPph ls iwNk nks VkbYl dh yEckbZ fdruh
gksxh\ mlus dgk] ̂ ^iPphl vkSj iPphl ;kuh ipkl
lsaVhehVj---A** fQj mlus dgk] ̂^ikik eq>s crkus nhft,-
-- pkj VkbYl dh yEckbZ ekus pkj ckj iphl --- ;kus
lkS lsaVhehVj vkSj pkj VkbYl dh yEckbZ ,d ehVj
Hkh gSA**

fcydqy lgh] pkj VkbYl dh yEckbZ dks ge nks
rjg ls crk ldrs gSa] ^^pkj VkbYl dh yEckbZ ,d
ehVj gS ;k pkj VkbYl dh yEckbZ lkS lsaVhehVj gSA**

^^vc le> xbZ ikik] ftrus ehVj mrus lkS
lsaVhehVjA ik¡p ehVj ;kus ik¡p ckj lkS lsaVhehVj ;kus
ik¡p lkS lsaVhehVjA FkSad ;w ikikA**

^^eSaus mlds xkyksa dks FkiFkikdj iwNk dSlk yxk\**

^^et+k vk x;kA**

jkr ds lk<+s X;kjg ct x, FksA eSaus iwNk] ^^vc
cl djsa\**

cPph us dgk] ^^,d ckr vkSj crk nhft,A
lsaVhehVj okys Hkkx ds vUnj tks NksVs&NksVs fu'kku gSa
oks D;ksa gSa\**

^^csVk vc dy ckr djsaxs---A**

^^ugha] vHkh crkb,--- mldk Hkh dksbZ uke gS
D;k\**

^^cl nks ckrsa crkÅ¡xk os feyhehVj ds fu'kku gSa
vkSj tks pht+sa ,d lsaVhehVj ls Hkh de yEckbZ] pkSM+kbZ
;k eksVkbZ dh gksa mUgsa ukius esa bldh enn ysrs gSaA
tSls rqels dksbZ iwNs fd isafly ;k >kMw+ dh lhad
fdruh eksVh gS rks rqe bls feyhehVj esa crk ldrh
gksA**

eSaus ns[kk mldk Ë;ku dgha vkSj FkkA esjh iwjh
ckr 'kk;n mlus ugha lquhA eSaus iwNk] ^^D;k lkspus
yxh\**

mlus dgk] ̂ ^ikik ;fn phafV;ksa ds xk¡o esa lM+d
cukuh iM+sxh rks oks lM+d de&ls&de rhu feyhehVj
pkSM+h j[kuh iM+sxhA ,d feyhehVj tkus okyh phafV;ksa
ds fy, ,d feyhehVj vkus okyh phafV;ksa ds fy,
vkSj ,d feyhehVj dh [kkyh txg ftlls oks Vdjk,¡
ugha---A**

mldh bl dYiuk ij eSa pqi gks x;kA eSa ogk¡

rd ugha igq¡p ldrk FkkA ml jkr eSa ;gh lksprk jgk
fd dSls fnekx+ esa u, fopkj] ubZ ;qfä;k¡ vkrh gSaA
tc ge fdlh dke esa Mwc tkrs gSa rc 'kk;n ,sls ekSd+s
curs gSaA ,d ckr vkSj tks eq>s vkuafnr dj jgh Fkh
og ;g fd cPps Hkh u;k lkspus esa cM+ksa ls ihNs ugha
gSaA

nwljs fnu 'kke dks tc ge lc lkFk cSBs Fks rHkh
ogk¡ lR;k vkbZA mlds ,d gkFk esa dSaph vkSj nwljs
gkFk esa bykfLVd dh nks Mksfj;k¡ Fkha& ,d cM+h] ,d
NksVhA mls ns[krs gh mldh ek¡ us iwNk] ̂ ^vjs! bls D;ksa
dkV Mkyk\**

lR;k us cM+h 'kkafr ls dgk] ̂ ^bl VqdM+s dks nqdku
okyh vkUVh dks okil djuk gSA vki ,d ehVj ykus
dks cksyh FkhaA vkUVh us pkj lsaVhehVj T+;knk ns fn;k
gSA**

uhys'k ckrsa [+kRe ugha gks jgh gSa] xks;k fpB~Bh u
gqbZ fdrkc gks xbZA dbZ cSBdsa gks xbaZ] ckrsa iwjh ugha
gqbZaA VqdM+s&VqdM+s esa fy[kh ;s fpB~Bh VqdM+ksa esa gh i<+
ysuk] ysfdu i<+ t+:j ysukA bruh ckrksa esa dksbZ ,d
rqEgkjs dke vk tk, rks eq>s rlYyh gks tk,xhA eq>s
rqEgkjh dksf'k'kksa ij ;d+hu gSA ;d+hu gS fd rqEgkjs
cPps rqEgsa I;kj djus yxsaxsA bl ;d+hu dks lp esa
cnyus ds fy, FkksM+h&lh ckrsa vkSj---A
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vc rd tks fy[kk og cPpksa ls tqM+k gqvk FkkA
tc ge cPpksa dh {kerkvksa vkSj det+ksfj;ksa dks igpkuus
yxrs gSa vkSj mUgsa vPNh yxus vkSj u yxus okyh
vuqHkwfr;ksa dks [+kqn Hkh eglwl djus yxrs gSa] rks eq>s
yxrk gS fd ge ,d vPNs f'k{kd gksus dh fn'kk esa
vkxs c<+ jgs gksrs gSaA ysfdu bruk gh i;kZIr ugha
gksrkA blds ckn t+:jr gksrh gS] viuh tkudkjh
vkSj i<+kus ds rkSj&rjhd+ksa dks csgrj cukus dhA

vius Kku dks c<+krs jgus vkSj tks dqN ge tkurs
gSa mls rkt+k djrs jgus dh gekjh vknr cgqr cf<+;k
Lrj dh ugha gSA fiNys lIrkg ,d f'k{kd lkFkh ls HksaV
gqbZA pkj ekg gq,] os izkFkfed 'kkyk ls mPp izkFkfed
'kkyk esa inkafdr gq, gSaA ;gk¡ xf.kr i<+kus ds uke ls
os cgqr ijs'kku fn[ksA mudk dguk Fkk] ^^eSa fdlls
lh[kw¡\** tc eSaus mudks iwNk fd vkius xf.kr dh
iqLrdksa dks i<+k D;k\ rks mudk tokc ̂ ^ugha** FkkA eSaus
muls fQj iwNk] ^^izkFkfed 'kkyk esa xf.kr i<+kus ds
fy, xf.kr dh fdrkc i<+rs Fks\** rks mUgksaus dgk] ̂^dHkh
bldh t+:jr gh ugha iM+hA** blds igys Hkh cgqr ls
yksxksa esa ,slh lksp ns[kus dks feyhA

eq>s yxk fdlh Lrj ij ge lksprs gSa fd gesa cgqr
vkrk gSA mlesa dqN tksM+us ds fy, lUnHkZ <w¡<+us] dqN

i<+us ;k dqN djus dh vko';drk ugh gSA ogha nwljh
rjQ+ FkksM+h&lh ifjfLFkfr;k¡ cny tkus ij gekjs
gkFk&ik¡o Qwy tkrs gSa vkSj rqjar ge ;g lksp ysrs gSa
fd gels rks dqN gks gh ugha ldrkA nksuksa vksj pje
ij jgrs gSaA chp esa jgus dh vknr gh ugha cuhA
fdrkcksa ds lalkj dks dHkh ns[kk gh ugha vkSj blhfy,
mldh rkd+r dk Hkh vankt+k Hkh ugha yxk;kA uhys'k]
eSa le>rk gw¡ fd fdrkcsa gekjh cgqr vPNh nksLr gSa
vkSj cf<+;k Vhpj HkhA izf'k{k.kksa] dk;Z'kkykvksa vkSj
cSBdksa esa Hkh cgqr dqN lh[kus&tkuus dks feyrk gS
fdUrq ge viuh NksVh&NksVh leL;kvksa ds fy, mldk
bUrt+kj ugha dj ldrsA ;fn esjh ckr Bhd yxs rks
xf.kr dh fdrkcksa dks ,d ckj iwjk i<+ yks Ëkhjs&ËkhjsA
;d+hu ekuks bruh lkjh ubZ ckrsa feysaxh fd rqEgsa
vk'p;Z gksxkA

vkSj gk¡] ;g fo'okl j[kuk fd rqe ,d vPNs
f'k{kd gksA NksVh&NksVh vlQyrk,¡ rqEgkjk jkLrk
ugha jksd ldrha] bruk ladsr t+:j djrh gSa fd jkLrk
cnyus dh t+:jr gSaA rks dqN&dqN u;k djks vPNk
yxsxkA

fpB~Bh fy[kukA rqEgkjh fpfB~B;k¡ eq>s vPNh
yxrh gSaA

rqEgkjk gh
lqËkhj

Initiating dialogue

This 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
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gekjk fo|ky; cqfu;knh fo|ky; gksus ds dkj.k
gekjs ;gk¡ esgekuksa dk vkuk&tkuk yxk jgrk gS
D;ksafd ,sls fo|ky;ksa dh la[;k Hkkjr esa de gSA
blfy, yksx blds ckjs esa tkuus dks mRlqd jgrs gaSA
fiNys o"kZ ¼2008½ gekjs ;gk¡ ,d vfrfFk Ldwy ns[kus
vk, tks fons'k esa viuk vË;kiu dk dk;Z dj jgs gSaA
mudh #fp cPpksa ds lkFk dke djus esa Fkh vkSj
vaxzst+h fo"k; ls lacafËkr dqN xfrfofËk;k¡ cPpksa ds
lkFk djuk pkgrs FksA tc os esjh d{kk pkSFkh esa vk,
rks mUgksaus eq>ls iwNk fd D;k cPpksa ds ikl fMD'kujh
gS\ esjs euk djus ij mUgksaus iwNk fd D;k os dHkh
fMD'kujh dk mi;ksx djrs gSa\ eSaus dgk] ^^gk¡]
dHkh&dHkh ykbczsjh ls ykdj dqN u, 'kCn <w¡<+rs gSaA
ij ,slk djus ds fy, mUgsa fMD'kujh ckj&ckj feyrh
ugha D;ksafd ykbczsjh esa Hkh nks gh fMD'kujh gSaA mUgksaus
dgk] ̂ ^vPNk] vki esjh enn djsa rks ge cPpksa ds lewg
cuk ysrs gSa vkSj nks fMD'kujh ls Hkh dke pyk ysaxsA**
mUgksaus cPpksa dks vyx&vyx rjg dh xfrfof/k djus
ds fy, nh vkSj nks lewgksa dks dqN vaxzst+h ds 'kCn
fMD'kujh ls <w¡<+us ds fy, dgkA cPpksa dh geus enn
dh vkSj os dke vklkuh ls djus yxsA lHkh cPpksa dks
fMD'kujh ls dke djus esa et+k vk;kA

muds tkus ds ckn eSaus lkspk fd cPpksa dh
fMD'kujh esa tks #fp txh gS mls dSls cuk, j[kk tk,
fd os bl dk;Z dk ykHk mBk ldas vkSj mudh vaxzst+h

esa #fp c<+s o Mj nwj gksA eSaus ykbczsfj;u ls ckr dh
rks mUgksaus esjh enn djus ds fy, lykg nh fd esjs
ikl nks iqjkuh nhed yxh fMD'kujh gSa ftldk mi;ksx
csf>>d cPps dj ldrs gSaA QV Hkh tk,xh rks dksbZ
ckr ughaA eq>s ;g eaT+kwj Fkk fd nhed yxh fMD'kujh
gh cPpksa ds fy, ys yww¡A D;ksafd cPpksa ds fy, ubZ
fMD'kujh e¡xokuk laHko ugha FkkA gekjs fo|ky; esa
xk¡o ls vkus okys cPpksa ds ekrk&firk muds fy,
bruk [+kpZ ugha djrs gaS fd os mUgsa fMD'kujh fnyk
ik,¡A cPpksa us nhed yxs iUuksa ij Hkh dbZ 'kCnksa ds
vFkZ <w¡<+ fy, vkSj vfËkd #fp ls dke djus yxsA
ijUrq iqjkuh fMD'kujh T+;knk fnu ugha pyh vkSj lkjs
iUus QVus yxsA eSaus ,d ckj fQj dksf'k'k dh vkSj
izËkkukË;kfidk ls fuosnu fd;k fd eq>s de&ls&de
nks fMD'kujh ubZ eaxok nasA ijUrq fQj ,d ckj eq>s nks
iqjkuh fMD'kujh ns nh xbZa fd tc rd ubZ e¡xokrs gSa
blls dke pykvksA fQj cPpksa us nks iqjkuh fMD'kujh
ys yh vkSj yxkrkj mudh #fp vaxzst+h ds u, 'kCnksa
esa c<+us yxhA bldk izHkko Dykl ykbczsjh esa fn[kus
yxk cPps vaxzst+h dh ftu fdrkcksa ls Mjrs Fks mUgsa
i<+us yxs] Hkys gh mudk mPpkj.k x+yr gksrk ysfdu
os Mjrs ugha FksA u, 'kCnksa ds vFkZ <w¡<+us yxsA vc d{kk
fMD'kujh ds fy, yM+kb;k¡ gksus yxhaA lHkh cPps
igys ysuk pkgrs FksA eSaus mUgsa viuh ckjh dk bart+kj
djuk fl[kk;k ftlesa dkQ+h le; yxkA ijUrq Ëkhjs&Ëkhjs
os lh[k x,A

vc os cPps d{kk ik¡poha esa vk x, gaSA bl o"kZ
Hkh mUgksaus viuk fMD'kujh ns[kuk tkjh j[kk gSA blls
yxrk gS fd vc ;g mudh vknr cu xbZ gSA os
viuh Dykl ykbczsjh esa vkSj vfËkd fMD'kujh dh ek¡x
djus yxsA eSaus mUgsa dgk fd rqe vius xqYyd ds iSlksa
ls D;k [+kjhnrs gks\ mUgksaus dgk] ̂ ^f[kykSus] u, diM+s]
lkbfdy vkfnA** D;k dqN iSls fMD'kujh ds fy,
fudky ldrs gks\ dqN cPps ,d lkFk cksys] ^^ge
vius jk[kh ds iSlksa ls ubZ fMD'kujh ys vk,¡xsA**

'kgukt+ Mh-ds-

d{kk esa fMD'kujh
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Namrita Batra

Children’s voices during assembly time
Making school assemblies a space for children’s participation in Baran district, Rajasthan

Abstract

The article presents a researcher’s perspective of  how teachers of some schools
in Baran district made morning assembly a more meaningful time for children

by giving them space to present poems and stories of their choice.

10%40 ij fo|ky; ds izkax.k esa lHkh ckyd&ckfydk,a
iafDr esa cSB x,A yM+ds o yM+fd;ka vyx&vyx iafDr;ksa
esa cSBs FksA cPpksa us cSBs&cSBs f'k{kdksa ds funsZ'k ij
lko/kku&foJke fd;kA lHkh cPpksa ds lkeus rhu ckfydk,a
cSBh Fkha ftUgksaus lcls ifgys oansekrje~ xk;k ftldk
nksgjku ckdh cPps dj jgs FksA blds ckn **gesa rqe egku
cuk nks eka** izkFkZuk gqbZ fQj *relks eka T;ksfrZxe;* vkSj
fQj vkse 'kkafr vkse vkSj blds ckn 2 fefuV dk ekSu j[kk
x;kA ekSu ds ckn ,d cPps us iqu% lko/kku&foJke
djk;kA izkFkZuk lHkk esa 3 f'k{kd ,oa iz/kkuk/;kid mifLFkr
FksA buesa ls nks f'k{kd fo|kFkhZ fe= ;kstuk ls FksA blds
ckn ckjh&ckjh ls dqN cPpksa us laL—r ds 'yksd cksys vkSj
mldk fgUnh vuqokn Hkh fd;kA cPps yksd rks Åaph vkokt+
esa cksy jgs Fks vkSj mldk fgUnh vFkZ cgqr /khjs ls cksy nsrs
FksA dqN 'yksd bl izdkj Fks] *fouk'kdkys foijhr cqf)*]
*ohj HkksX;k olqU/kjk* vkfnA

jktdh; izkFkfed fo|ky; ckWl[ksM+k ¼eky½] lejkfu;k¡] 'kkgckn

igys fnu izkFkZuk 10%35 vkSj nwljs fnu izkFkZuk 10%40 ij
'kq: gqbZA igys fnu 4 f'k{kd vk, o nwljs fnu 3 f'k{kd
vk,A iz/kkuk/;kid th yap ckn vk, FksA igys fnu ,d
f'k{kd us cPpksa dks izkFkZuk esa iafDr;ksa esa [kM+k fd;kA rhu
yM+fd;ka *n;k dj nku HkfDr dk* izkFkZuk cqyk jgh FkhaA
ckdh cPps muds ihNs&ihNs cksy jgs FksA izkFkZuk lHkk esa tks
cPps drkjksa esa b/kj&m/kj gks jgs Fks] f'k{kd mUgsa ekj dj
lhèkk [kM+k gksus ds fy, dg jgk FkkA nwljs fnu izkFkZuk esa
nwljs f'k{kd us cPpksa dks iafDr;ksa esa yxk;k rFkk tks cPps
izkFkZuk esa b/kj&m/kj gks jgs Fks] mUgsa ihV dj lh/kk ykbZuksa
esa yxk jgk FkkA nksuksa gh fnu izkFkZuk esa cPpksa us izfrKk] jk"Vª
xku o xhr] nksgs] dfork,a cksyhaA cPpksa dks f'k{kd us
,d&,d djds [kM+k fd;k rFkk xhr] nksgs o dfork,a cksyus
ds fy, dgkA ,slk nksuksa fnu gh gqvkA cPpksa us nksgs tSls&
*cM+k Hk;k rks D;k Hk;k tSls isM+ [ktwj] iaNh dks Nk;k ugha
Qy yxs vfr nwj* o *lkWbZ bruk nhft, tkus dqVqEc lek,]
esSa Hkh Hkw[kk u jgwa lk/kq u Hkw[kk tk;sa* vkfn lquk,A ckdh cPps
buds ihNs&ihNs cksy jgs FksA blds vfrfjDr cPpksa us
dfork,a tSls& Hkkyw vk;k Hkkxk&Hkkxk vkfn dfork,a lqukbZaA
jktdh; vk- mPp izkFkfed fo|ky;] [kk.Mk lgjksy] chph] 'kkgckn
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The account of morning assembles given above
are brief but vivid descriptions from two schools
in Baran, one of the most backward districts of
Rajasthan. Morning assembly is a time-honoured
and integral part of the Indian school time-table.
The tenor of assemblies in government schools is
remarkably similar all over India. Assembly-time
essentially includes recitation of prayer, the
national song and national anthem, slogans
proffessing national pride and social change  and
sometimes children are expected to respond to
general knowledge questions. Throughout this
time children are supposed to maintain silence
and recite when teachers instruct them to. Many
a time there is not even a change in the order of
the pieces being recited. Even a cursory glance at
the children during assembly time indicates their
listlessness and disengagement with the entire
process. This is especially true for the younger
ones who have not fully memorized what they
are reciting and seem to be simply opening and
closing their mouths to avoid being singled out
by teachers and reprimanded for indiscipline. The
beginning of the school day, a time which should
be full of energy and vitality for children, is a time
when children are required to be part of  an activity
of which they understand very little and which
gives them little or no space for their own ideas
and expression.

Baran is one of Rajasthan's 33 districts.
Eighty-three percent of its population lives
in rural areas. It has a tribal population (21%)
which is higher than the state figure of 13%.
The literacy rate as per the 2001 census is
59.5%; there is a significant difference
between the male (75.8%) and female (41.5%)
literacy rate.

Digantar and Vidya Bhawan in partnership
with the Government of Rajasthan and the
ICICI Centre for Elementary Education (ICEE)
had worked in the district with the Quality
Education Program (QEP), an initiative under
Sarva Shiksha Abiyaan (SSA). An important
area of intervention for the project was
impacting the learning environment in the
school and the classroom along with
enhanced proficiency levels of children and
improved attitudes of school staff and
functionaries towards their roles and
learning. The program was based on the

belief that children actively construct their
knowledge and also have immense potential
to learn from each other. The teacher has a
very significant role to play in that she
provides space to children to question,
comment, explain, reflect, analyze, infer,
imagine and critique. She also provides
opportunities for cooperative learning.

QEP acknowledged the importance of morning
assembly in the daily time-table of the school. It
considered assembly-time much more than a
morning ritual requiring a monotonous repetition
of the same activities each day and attempted to
shape this time such that the whole school could
come together to go forth in the day with confidence
and energy.  For the program this morning time was
a space for children to express themselves in ways
which have meaning for them and with enthusiasm
and enjoyment. It also considered it a time for
children of different classes to get to know each other
and for teachers and students to plan together for
the day as well as for upcoming school events. It
also believed that if teachers and students jointly
prepared for the assembly with activities like
sweeping the space where assembly was to be held,
spreading mats, organising materials, and so on, it
would help develop a sense of joint responsibility
towards school material and space.

Giving space to children’s voices and making
assembly time meaningful for them was important
for QEP. Efforts in this direction started in more
than one way. The program samarthaks
(facilitators) who used to visit these schools on
weekly basis first became silent spectators to the
assemblies. After observing quite a few assemblies,
they understood the routine and initiated a
dialogue with teachers about the engagement of
children in the daily ritual. Did the younger
children understand what they were reciting?
How did children relate to the shlokas and slogans
that they chanted? What about vande matram and
jan gan man? Did children of primary classes
understand the meaning of words like ‘collector’,
district’, ‘state’, ‘country’, ‘capital’ etc., which were
recurrently a part of the general knowledge
questions? Teacher responses to these questions
voiced a fervent need for children to be inculcated
with both moral values and national pride. At
the same time, they agreed that assembly would
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be more meaningful for children if  they were given
opportunities to express themselves. This gave
some space to the samarthaks for affecting the tone
of the assemblies.

The samarthaks  started introducing children
to various balgeets (children’s songs) during class-
time. It soon became apparent to teachers that
children enjoyed these songs immensely. Each
time the samrthak entered a school children
crowded around her asking her to repeat the
songs they liked most or asking her to teach them
new songs. They were also keen to come up in
class and recite these songs  individually and in
groups. From there onwards, it was not very
difficult for the samarthak to negotiate with the
teachers for time, for children’s recitation of poems
of their choice during assembly-time. The
samarthaks also started regularly telling stories to
children using both action and expression during
language classroom time. Teachers observed how,
during these story telling sessions, children
would sit at the edge of their seats with bated
breath, waiting to hear what would come next or
would guess what would come next. This
inspired some of them to try the same not only
during classroom time but also.

Initially, the samarthak had to take initiative
in asking children to make a presentation in the
assembly. Also, on days that the samrthak was
not there in the school, children’s presentation
were not a part of the assembly. However as
children learnt more and more balgeets and  started
feeling that the assembly was a space for their
expressions they started volunteering during
assembly-time to recite poems of their choice.
Teachers also started asking children to prepare
for the next days assembly-time.

After three years of intervention, our
observation of Dhaturia school tell us that most
children wanted to present during assembly and
substantial time was also devoted to  children’s
creative efforts, by teachers. It was also heartening
to see children's intense enjoyment in not only
making their own presentations but also in
joining in collectively with the child who was
presenting. Children’s voices and actions while
they sing….Lal tamatar bade mazedar…Aa re
badal…. Kya tumne kyaa tumne naii dekha jii…Hara
smandar, gopi chandar… filled the morning air,
and at the end of the assembly, children walked
into their classes with anticipation of things to
come.
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Sukanta Kumar Mahapatra

Reforming Teacher Management System in India: Voices

from Within and Outside

Abstract

The paper highlights the recruitment, compensation, incentives, training mechanisms
and cadre system of teachers of six countries using comparative literature and reports
of Organization for Economic Co-operation and Development (OECD) and World
Bank. It adds to the evidence that a number of challenges exist in restructuring the
teacher management system in India, and also discusses a select number of successful
policies and practices for effective retention of quality teachers.

Introduction
Over the last two decades, teacher supply, quality
of teaching and teaching work-force have been the
focus of research both in developed and developing
nations. While many developing nations are
grappling with the shortage of qualified and
experienced teachers, it has been an issue for
developed countries to retain better qualified and
more experienced teachers both in the profession
itself and in the school sector (Furlong, Smith &
Brennon, 2009). On the other hand, it has been
challenging for every nation to check high rates of
staff turnover and uneven distribution of qualified
teachers across the school system.

It has been recognized that improving high
pupil-teacher ratio (PTR) as well as improving
the quality of teaching force in terms of
'qualification, experience and competence' are of
high importance for the effective functioning of
an educational system (World Bank, 2005).This
has resulted in a focus on reforms in terms of
qualification, competency, pay and incentive
structures to attract the work-force and retain the
current-work force in the educational system with
its varying qualifications, salaries and incentives
and parameters with regard to effectiveness of the
teacher management system.

This paper looks into policies and practices
of Malaysia, China, Australia, Canada, South
Africa and Mexico with a view of drawing lessons
for India. These countries, like India, have a
federal structure where education is state
responsibility and this include regulations for
teacher education. They are representative of the

African, American, and Asia-Pacific regions and
are also rated very high in their respective regions
on educational indicators. While Canada and
Australia rank 3 and 5 in the PISA# ranking,
Mexico, Malaysia and South Africa respectively
rank 53, 45 and 83 in the EFA Development Index
(EDI)#.

Overview of the education system of the six
countries
The socio-economic and political context varies
to a large degree from country to country. Larger
the size of the population, greater the scope for
expansion of its educational system. China has
the largest population- 1,315 million, while
Malaysia has only 20 million.

The ages for compulsory schooling vary from
6 to 16. In some cases, compulsory schooling starts
at 5 or 6 years and goes upto 15 years of age. Only
in South Africa is the entry age 7 years.

In Australia, government schools are the
direct responsibility of the relevant state or
territory minister, while non-government schools
are established and operate under conditions
determined by government and registration
authorities. Many non-government schools have
some religious affiliation, most with the Catholic
Church.

In China, the government is the principle
investor in education, though private educational
investment has been increasing rapidly since 1978.
Local governments play a key role in compulsory
education, while central and provincial
governments are dominant in higher education.

9



Voices of Teachers and Teacher Educators

In occupational and adult education,
non-governmental entities including industrial
organizations, businesses and public institutions
play an important role. The Ministry of Education
is the supreme administrative body for education
in the country, with numerous branches at
provincial and local levels. Fiscal allocations are
made on a region-by-region basis through the
Ministry and account for majority of the
educational funding. China’s education system
consists of four basic educational 'components':
primary education, secondary education, higher
education and adult education.

In Canada, each province and territory has
the power to establish it’s own autonomous
education system and to make decisions
regarding schools, teachers and curriculum
within its province/territory.

Public expenditure on education is an
important indicator of public provisioning.
Malaysia invests 8.1% of GDP, Canada 6.3% and
Australia invests 4% (UIS, 2006). Malaysia pays
its teacher high salaries amounting to 2.7% of
GDP.

Teacher recruitment and selection
In most of the countries, tensions exist between
issues connected with teacher supply and
demand and entry qualification levels to teacher
training programs. Minimum tertiary level
qualifications are prescribed for appointment of
teachers. But some countries appoint teachers,
lowering qualifications either due to paucity of a
work-force having the required qualifications or
the demand from work-force from particular
groups and communities.

In Australia, teacher recruitment is a merit
selection process and involves assessment of an
applicant through a written application,
supporting documentation, an interview and
referee reports. Following this assessment
process, applicants are assigned a recruitment
rating with suitably qualified applicants being
immediately considered by school principals for
teaching vacancies at their schools. Offers of
permanent and contract employment are made
throughout the year depending on the system’s
priorities (Australian Capital Territory for
Education and Training, 2010).

The Department of Education, South Africa
in 2006 reported that there has been a decline in
the enrolment of student-teachers over the past
decades and also a decline in the number of
African student-teachers who have proficiency
in indigenous languages. On the other hand, it
was found that student-teachers undergoing
B.Ed. courses, do not teach for long in the country.
South-Africa introduced a scheme of bursaries to
benefit about 3500 student-teachers every year.
These students sign contracts that they have to
teach for a number of years in South Africa.

In Australia, all states prescribe four years
of training in accredited university courses in
order to be employed on a permanent basis.
Teachers who have qualified in the past with
either a two-year diploma or three-year degree
and have not updated their qualifications are
usually ineligible for permanent employment,
except in areas where schools are unable to fill
vacancies. Since the introduction of longer pre-
service programs, including the B.Ed. programs,
there has been a massive upgrading of
qualifications. Many teachers have been
supported by schools and employing authorities
to undertake part or full-time studies and
universities have introduced flexible schemes to
recognize prior learning, experience and
competence, with a great variety of study routes
and programs. There are also provisions for
appointing candidates with three years of
experience if required, though they are paid a
salary lower than that of new entry teachers with
adequate qualifications.

In South Africa, to be recruited as a teacher,
the aspirants needs to have a four-year B.Ed.
degree and a one-year post-graduate
diploma-following an approved first
degree-known as the PGCE or higher diploma in
education. But practising teachers, both
unqualified and under-qualified can top up their
performance with the National Professional
Diploma in Education (NPDE). These education
courses are validated by the Council on Higher
Education (CHE). The teacher selection is done
by school governing bodies (SGBs) although in
some cases, the SGBs (including parent
representatives) are not well-equipped for this role
(OECD,2008).
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Mexcio and Ontario, Canada's prospective
teachers are required to go through some
competitive tests for entry into the teaching
profession even after acquiring the requisite
qualifications. Tests are conducted to assess the
prospective candidates’ suitability for a career in
teaching- basic skills such as literacy and
numeracy; subject matter knowledge in the chosen
area of specialization; professional knowledge;
teaching skills and on-the-job performance.

Till recently, recruitment procedures in India
did not include a competency test at the entry
level. State governments recruited teachers with
prescribed educational qualifications and
pre-service teacher training without testing the
knowledge of content and ability to engage in the
teaching-learning process. The assumption was
that deficiencies can be plugged via in-service
training. The situation is very acute in rural and
tribal settings in India, where teachers are
recruited without meeting minimum
qualifications and training due to lack of
person-power in those reserved seats. Teachers
face numerous challenges due to lack of training
to teach in these multicultural settings and so they
teach according to their own understanding of
the classroom. With the advent of RtE, national
and state level teacher eligibility tests have been
introduced; no one may be appointed a teacher
without qualifying in these, although some states
in the north-east may be given some additional
time to meet this criteria.

Teacher preparation
There is remarkable variability with regard to
teacher preparation in both pre-service and
in-service teacher training in many aspects such
as institutional contexts, content area, time
allocation and forms of practical training both in
nature and time period. (Stuart, 2003; OECD, 2005;
Reimers, 2003).

Pre-service teacher education programs are
termed as Initial Teacher Preparation (ITP)
programs and fall into two categories: the
consecutive model and the concurrent model
(Eurydice,2002).The first involves receiving degree
level education before enrolling in a particular
program of ITP while the second combines the
study of a particular subject with theoretical and
practical components of teacher education and
training. The selection criteria for pre-service

teacher education vary according to the models
of ITP practised in the country. While most
countries follow the concurrent model, Australia
has both consecutive and concurrent models.
Consecutive programs allow flexible entry into
teacher education. Graduates can enter teacher
education even after having completed a first
degree in another discipline and by deferring the
decision point. (OECD,2005).

In India, there are more than 500 district
institutes of education and training (DIETs), 100
colleges for teacher education (CTEs), 30 institutes
for advanced studies in education (IASEs), many
university departments of education as well as
thousands of private teacher training colleges.
There are university-based teacher education
programs offering B.Ed. of one year at the state
level for preparing secondary level teachers; there
are very few central institutions who offer a
two- year B.Ed. On other hand, DIETs and many
other private institutions offer a diploma program
for elementary teachers (D.Ed., STC or PTC) of two
years. These are much shorter in duration when
compared to, teacher education programs for
primary education at the international level which
are on an average 3.9 years in length. For lower
secondary education this duration is 4.4 years
and for upper secondary 4.9 years (OECD, 2005).
In almost all states and territories of Australia
and Canada, a minimum of four years of academic
study, including at least one year of pre-service
teacher education is the minimum requirement
for entry of new teachers and re-entry of
previously experienced teachers into permanent
positions (UNESCO, 2008). Likewise, Mexico
prescribes four years of minimum initial teacher
preparation. Malaysia prescribes one year of
post-graduate diploma in teaching and a five and
half year duration for bachelors in teaching.

In-service education is also very important
in shaping the future roles of teachers in
educational settings. Therefore, every country has
provisions for in-service education and training
for their teachers. With regard to the kind of
in-service education and training, Greenland
(1983) has put forth four classifications: In-service
education/training (i) for unqualified teachers;
(ii) to upgrade teachers; (iii) to prepare teachers
for new roles; such as teacher education or
principals and (iv) curriculum related, when there
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are curricular changes in the system, or when
teachers require some short refresher courses
(Reimers, 2003). Malaysia, for example, provides
in-service training for practising teachers and also
organizes short-term courses, seminars and
conferences to enhance their teaching abilities as
well as professional and disciplinary knowledge.
Some universities which organize off-shore and
distance education programs for busy teachers,
who are unable to attend campus-based academic
programs. Malaysia also has the provision of
sponsoring teachers with monthly allowances as
well as full-salary leaves for in-service training.

In China, in-service trainings are based on a
multiple model. In-service training for teachers
include degree and non-degree education. Degree
education includes not only make-up education for
in-service teachers without qualified certificates but
also upgrading education for in-service teachers
with qualified certificates. On the other hand, non-
degree education is in four modes: University/
college training, school-based training, district or
country teacher training and on-line training for
rural teachers. There are also provisions for
subscribing to newspapers and books along with
provision of salary and allowances so that every
student can study in his or her own spare time. The
government publishes teacher guides and
newsletters about the new curriculum to allow
teachers to communicate with each other, organizes
teachers to accept compulsory or voluntary training
and arranges on-the-spot instructional meetings so
that teachers can recount their experiences.

In Mexico, there are two national policies
concerning initial training of basic teachers: The
Program for Academic Transformation and
Strengthening of Normal Schools and The
National Policy for Training and Professional
Development of Basic Education Teachers. As a
part of these policies, national, regional and state
workshops are held regularly to update teachers
about the changing curriculum. Materials are also
published and distributed among basic education
teachers. There is also provision for production
and transmission of television programs related
to curricular contents and operation of a
webpages in order to update and communicate
with teachers about the changing curriculum and
options for academic make-up courses for
teachers and administrators who do not have
bachelor degrees or have not graduated.

On the other hand, in Australia, many in-
service development programs are undertaken by
teachers largely at their own expense. This
takes the form of traditional Ph.Ds and M.Eds.
with research base, membership of and
attendance at professional associations,
professional reading and participation in
school-based or program-based professional
development, outside teaching hours. In addition,
they can also take up post-graduate diplomas and
post-graduate certificate courses designed for
specific courses such as multi-cultural education,
aboriginal studies, civics and citizenship
education, language teaching, women’s studies
etc. Most Australian teachers are found to be
motivated to accept this in-service development
strategy because it plays a large part in their
career development and also in getting salaries
and incentives.

Australia also makes special efforts to build
research skills during their pre-service education.
On the other hand, teachers in Mexico are
provided field-work opportunities to acquaint
them to school-level activities. School-based
experience for students in Mexico consists of
placement in a school in the final year of training,
and includes the provision of financial support.
Student-teachers are guided by a group of teachers
at host schools and followed by a tutor at the
teacher education institutions.

In India, in-service programs are organized
and managed by various providers both at
national and state levels. While state governments
provide institutional and financial support for
in-service programs, support is provided at the
national level by institutions like National Council
of Educational Research and Training (NCERT)
and National University of Educational Planning
and Administration (NUEPA) and through
DIETs, SCERTs, BRCs and CRCs at the local level.
Sarva Siksha Abhijan (SSA) has recently provided
for an annual 20-day in-service training for
trained teachers, a 60-day refresher course for
untrained teachers and a 30-day orientation for
freshly trained recruits. In spite of provisions for
pre-service and in-service training, several studies
indicate that pre-service education does not
prepare teachers to meet the teaching needs of a
multigrade classroom and a high student- teacher
ratio (Nilsson,2003). In Tamil Nadu, half of the
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grade 4 teachers who participated in a test could
not answer 20% of the grade 4 questions in
Mathematics (Bashir,1994). A recent study in
Bihar and Uttar Pradesh shows that only 28% of
the surveyed teachers in government schools or
private schools in the 10 district sample could
solve area-based problems in Mathematics.The
findings from language tasks completed by
teachers also show that less than 50% teachers
could meaningfully summarize a class 5 level
language text. Four difficult words from a class 4
level text were selected and teachers were asked
to write the meaning of each word in simple
language. Less than 50% of the surveyed teachers
could correctly perform  this task. When asked to
write a few sentences, teachers made several
spelling mistakes (Kingdon and Bannerjee, 2009).

Teacher appraisal and incentives
It has been widely recognized that salary scales
motivate staff to improve performance and that
higher salaries need to be paid for better work
and for more vital and important jobs in the
education service (Thompson,1995).Yet, in most
national education systems, career structure,
salary scales and post-eligibility requirements are
still based on length of service and qualifications,
and not on the quality of the job. There are three
main models of performance: 'merit pay', which
involves providing individual teachers with
higher pay based on student performance on
standardised tests and classroom observation;
'knowledge and skill-based compensation', which
involves higher pay for extra qualification or
professional developments, and demonstrated
knowledge and skills, which are believed to
increase student performance; and 'school-based
compensation', which involves group-based
financial rewards, typically based on student
performance for a grade level or whole school.

In Canada, teacher salary schedules are
determined by a combination of years of
post-secondary education and years of teaching
experience. Additional allowances are also paid
to teachers whose positions include additional
administrative responsibilities.

In Mexico, a number of indicators are used to
reward teachers. For example the creation of the
Carrera Magisterial in 1992 was aimed at raising
the quality of basic education through

professional training of teachers, a new learning
presence in schools and by improving working
conditions in schools. There are five levels of
promotion ('A', 'B', 'C', 'D' and 'E') in the system.
This evaluation is based on multiple variables like
experience, professional skills, education skill and
completion of accredited courses and student
achievements (Acevedo, 2002). Apart from Carrera
Magisterial (CM), educators in Mexico are
evaluated with another program called the
Vertical Ladder Program. This program is aimed
at allowing educators to move to a higher category
or to another level or higher salary. However,
evaluation mechanisms only take into account
teachers’ seniority, academic training, updating
but not their performances. Under the policy
framework, teachers whose performance is not
up to the mark or are under-qualified are given
continuous feedback to update their qualifications
or improve their performance. In the first instance,
teachers are informed verbally by the school
principal or supervisor and if there is no
improvement, the authority gives written
notification to the teacher. In extreme cases, there
can be change in the teachers’ workplace.
Sometimes teachers’ unions and parent
associations also play a leading role in identifying
teachers because they observe the performance of
their children and children's relationship with
teachers.

There is also provision for certifying
professional competencies of teachers in normal
schools. This evaluation is done by means of a
national certification examination, evaluation of
practicum in front of a group and presentation of
evidence of systematic improvement of practicum
(Guevera and Gonzalenz, 2004).The work culture
in Mexico provides a nice opportunity for
professional growth of teachers. Since the school
runs in a shift arrangement and five hours on an
average is fixed for  job responsibilities, the teacher
gets enough time for continuing their study along
with their teaching job.

In Australia, almost all awards have some
provision for performance pay. Teachers receive
annual increments based on their level of
performance and this increment can be withheld.
There is a system of career structure that involves
a two to four stage range from beginning teachers
to experienced teachers, to experienced teacher
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with responsibility (leading teachers) or positions
or learning area or grade-level co-ordinator,
assistant principal, principal and regional/
district office position. As teachers advance from
one stage to the next they are expected to have
deeper levels of knowledge, demonstrate more
sophisticated and effective teaching, take on
responsibility for co-curricular aspects of the
school, assist colleagues and so on. By the leading
teacher stage, they are expected to demonstrate
exemplary teaching, educational leadership and
ability to initiate and manage change (Australian
Government for Education and Training, 2009).
In the pyramidal structure, promotional positions
are significantly fewer than classroom teaching
positions. Unfortunately, in India, salary and
incentives/promotion are based on  years of
experience instead of competency of teachers.

On the other hand, Malaysia has set
benchmarks of qualification to provide salaries and
incentives. Teachers with higher qualification are
better paid than those with lower qualifications.
Under the new proposed single-tier scheme,
candidates applying for teaching jobs are divided
into separate categories– graduates, non-
graduates, primary school teachers, secondary
school teachers, senior assistants and
headmasters, each of them compensated with
different pay-scale. For example, those who hold
a diploma will get a lower salary and start at a
lower job rung compared to a teacher with degree
in the same tier. Similarly, teachers who seek to
further their studies are rewarded with a higher
pay scheme once they have completed their
education. This is aligned with Ministry of
Education's objective to extend appreciation and
recognize those with better academic credentials.
Teachers, during their teaching career, are
observed by a panel of inspectors from time-to-time
while headmasters and deputies make annual
appraisals of performance for promotion and
other corresponding rewards.

The kind of incentives for teachers in South
Africa is of a different nature. South Africa pays
incentives for better performing teachers on the
basis of a within school or district assessment.
According to the 2008 salary agreement, all
teachers who perform at a ‘satisfactory’ level as
per an estimate made by an assessment panel
within the school will receive a 3% pay increase

every second year, over and above the regular
inflationary increases. Teachers, who are deemed
to perform at good or ‘outstanding’ level, will
receive, in addition, an increase of 3% or 6% every
second year. The assessment currently focuses on
behavioral input factors such as ability to prepare
classes and conduct pupil assessments, but the
2008 agreement includes an in-principle
acceptance by unions and employers that in future
years, pupil performance should be brought to
bear upon the assessment of the teacher. There is
also provision of another incentive scheme- the
annual National Teachers Award. Under this
scheme, the nine provincial departments of
education nominate a total of 72 teachers, who
are given an award at the national level
(Government of South Africa, 2009).

In China, schools or other institutions of
education conduct assessment of teachers’
political awareness and ideological level,
professional competence, attitude towards work
and performance. On the other hand,
administrative departments of education guide
and supervise assessment work for teachers.
Assessments are made taking opinion from
teachers themselves, their colleagues as well as
students and these form the basis for teacher
appointments, pay rise as well as rewards and
punishments. China has made a special provision
for those who want to serve in rural areas. These
teachers are provided with 10% more salary than
their urban counterparts and if they continue their
service for 10 years, another 10% is added to their
salary and this does not include their routine
salary increase (World Bank, 2009).

In Quebec, Canada, experienced teachers
coach and guide student-teachers, undertake
specific training and receive either additional
pay or a reduction in classroom teaching
responsibilities. About 12000 teachers
participate in the mentor program. Some of these
experienced teachers also have an opportunity
to become co-researchers with university staff
and to participate in collaborative studies on
subjects such as teaching, learning, classroom
management and student success or failure. In
addition, experienced teachers may receive time
release from their normal duties to provide
support for less experienced colleagues (OECD,
2005).
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To conclude, it was found that there were
marked changes in teachers with regard to
teaching behavior and job satisfaction
following appraisal and feedback in most of
the countries in the study. These aroused
healthy competition among teachers and their
capabilities were also built up with training
to strengthen. Therefore, better teacher
appraisal and feedback should be linked to the
career growth of teachers.

Policy implications for India
The wealth of policies that India can benefit from,
of the six nations under study are too numerous
to be presented here. Some key policies worth
emulating are:

• China model of incentives for attracting

teachers in remote rural and tribal areas and
for those who wish to continue their service
in these areas.

• Mexico and Australia policies with regard to

salary and incentives so that bright and
talented young people are attracted to
teaching jobs.

• Mexico’s practice of flexible school-timings

for teachers to prepare themselves for
teaching activity.

• Australia and Canada models for pre-service

teacher education.

• Australia model for teacher performance

assessment and incentives.

• South Africa’s model of bursaries for

indigenous language medium teachers.

• Malaysian model of off-shore, in-service

programs.

• Mexican model of collective and

multi-stakeholder approach for certifying
teachers.

• South Africa and Mexico’s approach to

performance linked teacher incentives.

Finally, more and more research is needed to
support professional development of teachers. There
are some countries which have an up-to-date
database about teachers, teacher management
and teacher development, and India needs to set
this in place at the earliest.

References

Australia Council for Educational Research (ACER). (2008). How can we raise the quality of school
education so that every students benefits? Melbourne: ACER.

Bacharach, S., Conley, S.C., & Shedd, J.B.(1990). Evaluating teachers for career rewards and merit pay.
In Millman, J. & Darling-Hammod, L. (Eds), The new handbook of teacher evaluation. (pp 133-146). Beverley
Hills, CA: Sage Publications.

Clee & Nabors. (1992). Teacher incentive programs-do they make better teachers? Education, 113, 145-48.

Danielson, E.R.(2003). School issues: Pay for performance-what are the issues? Education World.

Department of Education, Science and Training. (2003).Australia’s teacher: Australia’s future. Canberra:
Department of Education, Science and Training.

Farell, C. & Morris,J.(2004).Resigned compliance: Teacher attitude towards performance related pay
in schools. Educational Management Administration and Leadership, 32(1), 81-104. UK: Sage.

Firestone, William, A. & Pennel, R. (1993). Teacher commitment, working conditions and differential
incentive policies. Review of Educational Research.

Glewwe, P. & Kremer, M.(2005).Schools, teachers and education outcomes in developing countries. Retrieved
in August 2010 from www.givewell.org/files/DWDA%202009/... /Econ Education Handbook.pdf

15



Voices of Teachers and Teacher Educators

Gordon, R., Kane, T.J. & Staiger, D.O. (2006). Identifying effective teachers using performance on the
Job. Washington DC: The Brooking Institution.

Grattan Institutes. (2010). What teachers want: Better teacher management. Retrieved from
www.grattan.edu.au/pub_page/report_what_teachers_want.htm

Guthrie, J.W., & Springer, M.G.(2006). Teacher pay for performance: Another fad for lasting policy?
Education Week, April 5,2006.

Halliday, I .(1999). Teacher management and records in the national education system. London:
Commonwealth Secretariat.

Harvey-Beavis, O.(2003). Performance-based rewards for teachers: A literature review. Paris: Organization
for Economic Co-operations and Development (OCED).

Hobson, A.J et. al.(2010). International approaches in teacher selection and recruitment. OECD Education
working Papers, No. 47. OECD Publishing.doi:10.1787/5kmbphhh6qmx-en

Ingverson, L.C., & Chadbourne, R.(1997). Reforming teacher pay system: The advanced teacher skills
in Australia. Journal of Personal Evaluation in Education, 11(1), 713.

Jacobson, S. (1995). Monetary incentives and the reform for teacher compensation: A persistent
organizational dilemma. International Journal of Educational Reform.

Jacobson, S.L. (1992). Performance-related pay for teachers: The American experience. In Tomlison,
H.(Ed) Performance-related pay in education. London: Rutledge.

Johnson, S.M. (1984). Merit pay for teachers: A poor prescription for reforms. Harvard Educational
Review, 54(2),175-185.

Johnson, S.M. (1986). Incentives for education: What motivates, what matters. Educational Administration
Quarterly, 22 (3), 54-59.

Lortie , D.C. (1975). School teachers: A sociological study. Chicago: Chicago University Press.

Medley, D. & Belfield, R.( 2006).Pay for performances where output is hard to measure: The case for performance
pay of teachers.

Medley, D.M. & Coker, H.(1987). The accuracy of principals’ judgments of teachers’ performance.
Journal of Educational Research, 80 (4), 242-257.

Odden, A. & Kelly, C. (1997). Paying teachers for what they know and do: New and smarter compensation
strategies to improve schools (2nd Ed.). Thousand Oaks, CA: Corwin Press.

Organization for Economic Co-operation and Development (OECD) (2005).Teachers matter: Attracting,
developing and retaining effective teachers. Paris: OECD.

OECD. (2005). Performance-related pay policies for government employees. Paris: OECD.

OECD. (2008). Reviews of National Policies for Education, South Africa.Paris: OECD.

OECD. (2009). School evaluation, teacher appraisal and feedback and the impact on schools and teachers. Paris:
OECD.

Pearlman.(2000).Linking teacher performance to teacher compensation: Issues in implementing standard-based
appraisal system for teachers. Internal ETS WHITE paper, Princeton. NJ Educational Testing Service.

Richardson, R.(1999). Performance-related pay in schools: An evaluation of the governments’ evidence to the
school teachers’ review body. London: National Union of Teachers.

16



Voices of Teachers and Teacher Educators

Skilbeck, M. & Connell, H.(2003). Attracting, developing and retaining effective teachers; Australian country
background report. Commonwealth Government Department of Education, Science and Training.

Strath, A. (2000). A Leap of faith? Performance pay for teachers. Journal of Education Policy, 15 (5),
509-523.

Thompson. (1995).The utilization and professional development of teachers: Issues and strategies.
Paris: IIEP.

UNESCO. (1982). The decentralization of educational administration. Bangkok: UNESCO.

UNESCO.(1990). Innovations and initiatives in teacher education in Asia and the Pacific Region. Paris:
UNESCO.

UNESCO. (2008).State of teacher education in the Asia-Pacific Region. Paris: UNESCO.

World Bank. (2005). Reshaping the future: Education and post-conflict reconstruction. Washington, DC:
World Bank.

World Bank. (2008). Public participation, teacher accountability and school outcomes: Findings from baseline
surveys in three indian states. World Bank.

Guevera, M.R. and Gonzalez, L. E. (2004).Attracting, developing and retaining effective teachers: Country
background report for Mexico. Paris: OECD.

World Bank. (2009). Incentives for rural teacher development in China. Retrieved on 24th September 2010
from http://info.worldbank.org/etools/docs/library/245790/day%204%20Teachers%20
Development China20090212Cebu.pdf

17



Voices of Teachers and Teacher Educators

Hriday Kant Dewan

Testing as assessment

Abstract

This article attempts to present various issues surrounding large-scale assessment that
predominate the present education system  while juxtaposing these with principles about
education, curriculum, assessment and  knowledge emanating from National Curriculum
Framework 2005. It attempts to highlight the competing imperatives of large-scale assessments
and the very purpose for education.

Assessment has always been central to the
process of education. It influences the structure
of the curriculum, classroom process and
teaching-learning materials. It is seen to serve as
an indicator of the health of the system.
Assessment outcomes can be carefully examined
to improve and modify existing processes.
However, the emphasis on assessment has
increasingly acquired center stage without
sufficient care and time being given to the analysis
of performances; there is a propensity to shift
strategy and direction without examining the
functioning of the processes.

The traditional notion of one-time assessment
as indicator of capability and potential has been
strongly challenged. There is sufficient evidence
that children are able to perform very differently
if the contexts and manner of assessment are
altered. There is now a greater recognition of the
lag between learning and performance in
discourses on education. There is also a
recognition of the multiple dimensions that are
developed through the process of engaging in the
classrooms. Emphasis has been placed on
differentiating between being educated and
becoming literate.  Arguments have been made
about the unsuitability of one-to-one mapping of
what happens in the school to the learning of the
child. The incompleteness of school knowledge
in relation to knowledge for living in a society
and towards wider conceptual understanding is
well-known and widely discussed. There is also
the recognition that learners coming from diverse
backgrounds have different experiences which
also constitute learning and this learning is
neither acknowledged nor identified.

The National Curriculum Framework  (NCF)
2005 and the assessment process put forward in

the source books suggest the need for multiple ways
of assessment. It deemphasizes paper- pencil tests
as well as assessment processes that are
uni-dimensional in their purpose or in their
methodology and those that exist only for the
purpose of evaluating children’s classroom
achievement.

Assessment needs to be a natural part of the
teaching-learning process and not a separate
endeavour in itself. NCF 2005 also emphasizes
thinking about the purpose of assessment and
the relationship of the purpose to its nature and
structure. The recently promulgated Right to
Education Act (RtE) 2009 also emphasizes a
stress-free assessment process and the integral
relationship between assessment and teaching
and learning. It is in this context that we need to
consider the assessment of children across
borders, both intra and international.

In the last few years, assessment of children
and comparison across borders has grown in size
as well as in detail. International and national
agencies claim to have validated universally
applicable assessment tools to test understanding.
These tests are considered to be usable across all
borders- geographical, economic, sociological or
cultural. The idea of comparing children has
implications for the purpose of education as well
as the system that governs it. It also has important
implications for what we consider to be the
process of learning and our beliefs about how
children learn.

The purpose of these tests, where data is
aggregated at macro levels, can only provide
general global indicators. The data at present is
largely used for the purpose of ranking the
performance of systems, irrespective of their
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respective initial conditions, opportunities and
developmental possibilities. The usual key point
of performance comparison is the estimated
expenditure by the system. The comparisons  are
not expected to act as motivators  but  as gap finders
and rankers. There is no analysis done with the
team directly engaged with children about the
reasons for the performance. Responses are not
qualitatively analyzed, and even if they are they
cannot help develop an understanding about the
learning processes and mechanisms of thinking
of children at a specific place unless there is dialog
with children and teachers on the nature of the
responses. The important point, however, is that
such an effort is not even attempted.

Such processes are therefore not able to
generate strategies and suggestions to those
lagging behind- a basket of suggestions from
which they have the right and responsibility to
choose and act. The framework for comparison
among educational systems is done in terms of
cost. The principle underlying this comparison
is surprising. It appears to be based on the
argument that since developing countries have
less to spend and have more children to educate,
the education system must be such that with the
same amount spent by the government, it should
achieve more learning and for more children. The
diversity in children and the context of schools
and their impact on immediate performance is
not considered. Over the last decade or more,
there has been acknowledgement that each child
has a specific context and that education must
be related to and emerge from the context of the
child. There is also an emphasis that assessment
should be comprehensive continuous and must
be part of the teaching-learning process. Paper
and pencil tests must not be the only focus;
assessments must also be made based on
activities and interactions of the teacher with the
children. This suggests an awareness of the
context of the child and her knowledge, both in
teaching-learning and in assessment. This
suggests that the testing for each child needs to
be according to her ability and contexts. It must
take into account the previous level and the kind
of exposures the child has had; must give her the
opportunity to perform to the best of her ability. It
also suggests that assessment should give
feedback to the child and to her teacher so that
the process of learning improves.

All this is not new. There has always been a
recognition that assessment must be based on
close and intense interactions between the teacher
and the child. The counter argument that these
interactions and relationships make assessment
subjective, have led to the development of large
public examinations that are supposed to be
objective.

The urge for objectivity and the need to make
minute comparisons between students'
performance has lead to the development of
systems that claim absolute objectivity at the
surface level. While no one is prepared to dismiss
the need for judging the ability of the learner to
formulate long and medium length answers to
questions, they are not a part of these tests. There
is also recognition of the need to develop
capability of analysis and expression, yet the
present system shies away from including such
tasks in the assessment and evaluation process.
The fact that large number of learners have to be
examined and compared in a short time frame
also demands that such questions be avoided.
They take a lot of the evaluator's time and bringing
consistency in such evaluations across the
diversity of learners, their contexts and across
evaluators requires a mammoth effort. The entire
process of education, including the process of
assessment, measured in economic costs also
discourages such tasks. The assessment systems
now in place have not only to be objective but
also needs to be such that they require minimal
human engagement. Multiple-choice question
(MCQ) papers, where assessment is done through
OMR sheets have become the sine qua non of
testing. Once the paper is designed, the
assessment does not require any kind of academic
or pedagogic human engagement except in the
mechanical sense of printing, distributing,
collecting back and placing on the OMR sheet
reader. There can be no process of engagement
with the learner regarding how she thought about
the questions and the reasons she chose a
particular answer; no question of any feedback to
her or to her teacher.

It is also important to look at the nature of
questions required for such assessments and the
inherent problems associated with such tasks.
Clearly, for the assessment to be considered
effective, it has to be a test that is not built from
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conventional questions. The present
understanding of education such as in NCF 2005
also emphasizes that the assessment tool should
require the learner to think and to reason. A lot of
effort is required therefore to prepare such test
items. Given the intense competition that such
testing generates, children and their tutors, in an
attempt to succeed,  have begun ‘teaching to the
test’ and there are many kinds of coaching centres
that have sprung up to render students ‘test wise’.
This battle between coaching institutes and those
creating test items is intense. The nature of
questions has to be modified each time in an
attempt to enable test items to  be challenging.
This puts pressure on the people who form the
test items. They have to be creative and
imaginative. Those who construct these tasks
have to each time strive to make them different
and new. Test items need to be unusual items that
are not obvious. Often, items so created, given the
diversity, can lend themselves to multiple
interpretations. If the questions have to expect
thinking and fresh reasoning, it is difficult to
create options that can be properly understood
by all learners in the same way. Either they will
become trivial or they could become options where
many may reason differently and pick up
alternative choices. Such a test would, therefore,
will not pick up what the child knows and will
only pick up the fact that she has answered the
question incorrectly. Even if a child picks up the
correct choice, we cannot decide if it is because of
her understanding or just due to a reasonable
guess or practice.

There is also now an increasing recognition
that school education must help learners develop
the ability to solve different kind of problems and
issues. These should also relate to the experience,
life and needs of the child and help her deal with
issues in a rational and logical manner. There is
also an emphasis that children should learn to
abstract from logical formulations, be able to link
many steps while appreciating the relations
between concepts and each of the steps.
Large-scale tests seek to avoid descriptive or even
such numerical questions that require display
of steps followed to arrive at the solution. In such
a situation, the task of assessing problem-solving
ability is dependent on the ability to construct
items that will test this aspect irrespective of
context, background and experiences.

An important part of problem-solving is to
comprehend it and that needs the ability to
understand and relate to the context of the
question. Once that is understood, the
abstraction of details and identifying the specific
steps in the process, the ideas, concepts and
quantities to be dealt with becomes possible. The
difficulty is that the need to create new problems
and not have very long problems forces the
contexts to be under-specified, under-defined
and sometimes even be almost entirely absent.
All the issues viz. need for testing on a large
scale, need for so-called ‘objectivity’ and the
analysis of filled scripts and preparing merit lists
are in some sense fulfilled by MCQ sheets. Those
who create the test items do not have exposure
to the learners across the large sample chosen.
There is also lack of understanding about
problem solving skills and what they include,
leading to a situation where the problems set are
alien to the experience and understanding of
children.

There is no longer any illusion that school
teaching and regular interaction with the
curriculum will be the basis for preparing for
large scale assessments. The questions in present
day testing are of a certain kind and need to be
unravelled before they can be answered. This
unraveling is easier if the context is familiar. The
only other enabling possibility is of prior
exposure to such problems. The fact is that
people who form questions come from a certain
background  which implies certain  experience,
and manner of thinking and learning. Children
who are from a similar background or are
familiar with it, tend to have an edge over the
larger number of children who get ignored in
formulations of the test items simply because the
test formulators are not from their backgrounds
or are not aware of.

While there may be justification for  an
assessment at a large scale and there may be a
desire to follow what is happening broadly in
each state or country at the macro level, the
current mechanism for it, the analysis done on
it and the way the results are used leaves a lot
to be desired. We need to revisit our
understanding of education, its process, quality
and its problems if relevant and valid
assessments are to emerge.
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Rethinking elementary teacher preparation

A syllabus revision exercise for the course ‘Pedagogy of EVS’ in DIET curriculum

Abstract

This article presents an ideational backdrop and rationale for the changes proposed in
the existing syllabus for environmental studies education in the DIETs of Delhi with
purpose of sharing these reflections with the academic community and initiate debate.

Curriculum updating is an exercise that all
teacher preparation agencies periodically engage
with, as part of their continued efforts to align
teacher preparation processes with the aims of
education in a fast changing society and the
developments in the field of school education. The
Delhi based DIETs began their curriculum
revision process in 2008. As members of the group
that worked on revision of the course ‘Pedagogy
of Environmental Sciences (EVS)’, we present here
the ideational backdrop and rationale for the
changes proposed in the existing syllabus. The
purpose of writing this paper is two-fold: i) to
engage in self reflection and articulate the
thoughts that formed the basis of the suggested
changes and ii) to share these thoughts with the
academic community at large.

Perhaps it would not be a hyperbole to
suggest that NCF 2005 provided a fresh vantage
point to understand school education. Curricular
changes that ensued and textbooks that were
written carried forward the vision of the
document. The new EVS textbooks blazed a trail
by providing exemplars of an integrated
perspective in Environmental Studies. Even
though the need to take an interdisciplinary view
in EVS had been appreciated for quite some time,
the implementation of this did not actually came
about and EVS continued to be taught
disjointedly as EVS (science) and EVS (social
science) with little common ground between the
two courses except for the title.  Khushi Khushi a
series of textbooks for elementary schools
produced by Eklavya Bhopal were an attempt at
integration-even here,  what was done was put
different science and social science topics together

under one cover. The integration if at all, therefore,
remained superficial and cosmetic. The new
NCERT textbooks gave the philosophy of
integration a tangible shape by putting
knowledge about the world in frameworks that
were diverse and drawn from different societal,
cultural, historical and natural contexts of society.
This further gave us the confidence that EVS
curriculum can be organised in a conceptually
integrated manner and the same can be proposed
as a worthwhile option in teacher preparation
programs as well.

For the task assigned to us, we drew
extensively upon our teaching experience in the
B.El.Ed. program which runs in select colleges of
University of Delhi and is a path-breaking in
many ways which include: its location in colleges
with other higher education programs thus
breaking the isolation of teacher preparation;
structure in terms of being a four-year integrated
programme offering a study of liberal courses
along with education and pedagogy; and most
importantly in curriculum which includes an
extensive theoretical study coupled with
practicum that consistently urges students to
reflect upon their practical experiences and build
linkages with theory thus introducing  future
teachers quite early to the significance of praxis
(reflection in action) in education. As teacher
educators in this program we encouraged our
students to prepare integrated unit plans which
were thematic and included content drawn from
diverse areas of society. As we had the
opportunity of observing these plans being
successfully implemented in schools, we were
able to also gauge the comparative advantage of
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integration from children’s developmental
perspective.

We present below the major shifts in the
revised syllabus and rationale for the same.

Shift from EVS (science) and EVS(social science)
to EVS as an integrated area of learning
Major policy documents in Indian education have
always emphasised the need for environment
education. The focus has been on preserving and
restoring the quality of the physical environment
of our planet. Concerns such as deforestation,
pollution and wastage form the focus of the
deliberations. However, the notion of
'environment studies’ extends beyond just
‘conservation education’. It has evolved both as a
composite discipline that cuts across the
traditional boundaries of different subjects and
seeks to develop in learners a holistic
understanding of the world around them; and
also as an approach that propagates learning
about the environment through use of the
immediate environment itself as a rich resource.
The notion of environment is not confined to the
physical environment and includes the social
aspect of environment as well. A child right from
the time she enters this world interacts with her
environment holistically. Everything around her
including inanimate objects, natural phenomena,
people, relationships between them etc., form the
subject of her thought and investigations. She does
not compartmentalise knowledge into subject
areas the way school labels it later. It therefore
makes sense to continue this natural course by
presenting knowledge in an integrated manner
and only gradually weaning children away from
a consolidated to a fragmented view, when
perhaps they are old enough to appreciate the
rationale behind the convenience of it.

However, taking an integrated perspective of
environment does bring ambiguities with respect
to the scope of EVS. The issue has also perplexed
scholars who have deliberated upon the issue. If
environment is construed as the entire
socio-physical milieu of the child then it effectively
encompasses all human knowledge and cannot
therefore, be dealt with without categorization of
some sort. One way of dealing with this is to take
child as the basis for curriculum, begin by talking
about things in her most immediate environment

and only gradually move outwards and farther
in terms of space, time and abstraction (Vidya
Bhawan Seminar Proceedings, 1995).  Common
arguments forwarded against including ‘science’
and ‘social science’ under the umbrella of EVS
are of two kinds: The first is that the nature of
inquiry in science is inherently different from that
in social science and it is therefore not feasible to
integrate these two different ways of going about
investigating the environment. The argument
carries merit for it is true that though certain ways
to inquire, such as collecting facts, looking for
evidences, eliciting patterns and analysing
cause-effect relationships may be common to
science as well as social science, certain other
aspects such as the nature of experiments in the
two areas is quite different. For instance, the
element of ‘control’, extremely crucial in various
scientific experiments is not extendable to Human
sciences. However, the important issue to be
considered here is that whether it is desirable, so
early in learners’ lives, to dichotomise the ways
to knowledge. It would perhaps make more
psychological sense to let children freely explore
their world through questions of varying nature
and thus allow them to independently come to
appreciate how it is the nature of questions posed
and thereby the context that decides the
appropriate path to finding the solutions. Our
experience with young children both at a personal
level as well as through the B.El.Ed. interns who
examined children’s world views in their projects,
informs us that differentiation of knowledge is
not a natural phenomenon. For children the
question, ‘why is water, a freely available
resource, unevenly distributed among people?’
may be as much a subject of investigation as
questions like ‘why do rivers flow towards the
sea?’ or ‘how is water able to dissolve only certain
substances and not others?' All these questions
are equally valid questions that beg for satisfying
answers. Our successful experience of the holistic
approach in EVS gives us the strength of
conviction to posit it as a useful strategy for
planning and organising learning experiences for
children at primary level.

The second argument against an integrated
view of EVS is that clubbing two ‘inherently’
different areas of study takes away the ‘rigour’
from either discipline. This is what we may call

22



Voices of Teachers and Teacher Educators

the purity vs. dilution dilemma. This dilemma also
derives from a dichotomised view of knowledge.
The underpinning assumption being that
knowledge of the physical and social world
exists as two parallel streams and that mixing
the two would dilute their qualitative strength.
This view that assigns knowledge to separate
intellectual planes not only forms questionable
categories of knowledge but also creates
undesirable hierarchies within knowledge
systems and needs to be resisted. In fact, the whole
issue of multidisciplinarity vs. interdisciplinarity
of EVS is addressed once we transcend the
traditional lens of looking at knowledge through
‘disciplines’. The revised syllabus has therefore
devoted the first unit to perspective building in
EVS. It urges students to look at the curricular
vision and how it is translated into the syllabus
and subsequently into textbooks.  It also
encourages students to look at different ways of
curriculum organisation such as interdisciplinary
and multidisciplinary approach etc., and
understand for themselves the significance and
merits of these different approaches.

Including children’s ideas or alternative
frameworks into the syllabus
Investigation of learners’ preinstructional ideas
became an important subject of science education
research in the 1980s and continues to generate
research interest even to this day. Considerable
research evidence generated across varying
contexts over the past three decades highlights
some very significant aspects about the ways in
which children form ideas about the world
around them. It was found that students were not
‘blank slates’ and brought to science classes their
own thoughts and explanations about the way
the world functions. Many times these ideas,
formed on the basis of everyday observations,
differ from the accepted ideas and are called
‘alternative frameworks’ (Driver,1981). Students’
preinstructional ideas of various phenomena such
as water, air, force, energy, electricity, motion,
combustion and many more came to be widely
examined and documented. This intuitive
knowledge called ‘children’s science’ by Gilbert,
Osborne and Fensham (1982) or ‘commonsense
reasoning’ (Bliss, 2008) and ‘naive physics’(Reiner,
Slotta, Chi & Resnick, 2000) highlights the fact
that children begin to develop their personal

world views very early. The same is true of ideas
in social science and other areas. These personal
world views then influence future learning by
forming a conceptual backdrop against which
future experiences and instruction are
interpreted. Further, many of these ideas are
tenacious and may continue to exist despite
several years of formal science instruction.
Instead of discarding children’s  variant
preconceptions as irrelevant, as has been the
traditional pedagogic practice, our current
understanding of the teaching-learning process
informs us of the urgent need to not only  examine
them but to take them as starting points for
planning future teaching- learning situations
with children. There has been a radical shift from
viewing these ideas as ‘obstacles’ to treating them
as ‘springboards’ for designing future instruction.
A study of children’s ideas therefore, merits an
important place in syllabus.

Freeing pedagogy from the ‘methods of teaching’
It was observed that the existing DIET syllabus
manifested a widely prevalent tendency in teacher
preparation- that of tying down all understanding
of the teaching-learning process to certain
‘methods of teaching’. This tendency is indicative
of two underlying suppositions- that there exist
certain well spelt out ‘methods’ that are mutually
exclusive to a certain degree and that a
familiarization with these methods would equip
the future teacher to appropriately shoulder the
responsibility of charting the educational path of
students. Both these suppositions can be
convincingly contested. First, because by looking
at the teaching-learning process through the lens
of certain methods, it robs pedagogic study of its
interesting complexity and richness and renders
it homogenous, simplistic, dull and unnatural. A
project may well involve laboratory work or
surveys, which in turn could require problem
solving and all these together could be ‘discovery’
oriented. The teaching-learning process has to be
looked at essentially as an inquiry-driven exercise
that may take on various forms as per need. The
second supposition is also unfounded as it
infuses in future teachers a false sense of
complacency regarding their own preparedness
as they wrongly assume that knowing these
methods equips them to take on the challenge of
successfully teaching children. It emanates from the
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stimulus-response paradigm that 'lecture method'
would lead to a different kind of understanding as
opposed to a 'better' 'project method'.

Shift from viewing assessment as an
independent exercise to viewing it as part of
teaching-learning
In the new syllabus, assessment has been
consciously put, under the unit titled
'teaching-learning process' to emphasise the
philosophical position that assessment has to
complement and support the teaching-learning
process. Multiple ways of assessing children are
listed than given in the current syllabus.
Assessment has been rightly considered to be
broad based in terms of assessing variety of skills
and concepts possessed by different children.
This makes it a more inclusive exercise rather than
an exclusionary one which gives advantage to
only a few children.

Encouraging reflection
A progressive perception of the profession views
it not as a mono-directional application of
theoretical knowledge but rather as an ongoing
engagement with field realities in light of which
theoretical understandings are reunderstood,
reinterpreted or even revised. This perception
resonates with the idea of ‘Epistemology of
Practice’ (Schön, 1983).This form of practice is
dynamic because it evolves with time as the
practitioners get more opportunities to build fresh
understandings of their profession. To prepare such
progressive practitioners, it is important that they
are initiated into the habit of consistently reflecting
upon their field experience. This has been attempted
in the current syllabus by way of one of the associated
tasks of unit 4 'planning for teaching', in which it is
suggested that students maintain their reflection
logs by regularly writing   reflective journals during
the course of their school experience. Experience
shows that even though the initial entries in such
journals may not extend beyond mere reporting but
through consistent interaction with the mentors, they
tend to become more intellectually incisive.
Providing reflection a legitimate curricular space
would be helpful in crystallisation of an
intellectual professional disposition among future
practitioners. For example students understand
children’s ideas about different concepts better
and are able to use this experience in planning
effectively for children.

Including a reading list
A theory course, taken at its face value, may lend
itself to different interpretations. Intended
interpretation is facilitated by means of suggested
readings. These readings are carefully selected to
mirror the perspective envisioned in the course.
More than the prescribed course content, it is
therefore the annexed reading list that shapes the
course transaction. The existing syllabus did not
carry an appended reading list. The reading list
for the revised syllabus, prepared after much
consideration and deliberation, was attuned to
the reenvisioned syllabus. The readings are also
pitched at different levels– some are essential
readings which are mandatory to transact the
perspective and objectives of the paper; advanced
readings which both students and their teachers
can access for deeper understanding; discussion
readings, which the students are encouraged to
do with their peers and teachers in class. Original
works of thinkers were included instead of mere
interpretations. Such works that allow a direct
grasp of the original ideas lead to cultivation of
richer insights. For instance, Piaget’s work ‘The
Child’s Conception of Physical Causality’ would
not only apprise the future teachers of children’s
different understandings of the world but also
initiate them into ways through which children’s
world views were accessed by Piaget. This is
expected to cue the future teachers about ways of
going about conducting their own studies
pertaining to children’s ideas. Reading and
discussing, P.Sainath’s, 'Everybody Loves a Good
Drought', will give the students a full picture in
terms of understanding the social science
concepts and issues such as public distribution
system (PDS), migration, displacement,
harvesting and also education. Including such
readings will also help the students make
linkages across the curriculum, for example with
the 'Contemporary India' paper 7 in the 1st year
and the 'Pedagogy of Social Science' paper in the
2nd year. We also feel that such readings will
also help them understand the social reality of
children whom they may eventually teach.

Weaving content into the pedagogy
The content has not been given separately like in
the current syllabus. We argue that pedagogical
issues cannot be discussed in vacuum and that
relevant content will have to be necessarily drawn
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upon for deliberations upon issues relating to the
teaching-learning process. The content in the new
syllabus is entwined with the issues and ideas,
along the syllabus length. A departure from the
current syllabus is that it is anticipated that
learners will have a deep engagement with the
issues and concepts mentioned in the syllabus.
Therefore, the expectation in the new syllabus is
much more than mere clarifying of concepts till
class 12 level as implied in the present syllabus.
We strongly believe that trainee students’ indepth
understanding will lend itself to enhanced
children’s learning. It is only when they have a
deeper understanding of concepts themselves
will they be capable of making the concepts
simpler (and not simplistic) for children.

For example, such questions can only be
asked by teachers when they have a deep enough
understanding of particulate nature of matter,
children’s development level and pedagogy.

• Could you see the salt after it dissolved in
water? If no, why?

• Does that mean that now the water does not
have salt? If it has then where is the salt?

Moreover the content appears as integrated
themes such as water, food, transport etc. The
choice of readings further lends strength to
holistic understanding of issues.

Inclusion of tasks
In the new syllabus an attempt has been made to
include some tasks or activities for transacting

the syllabus. These are only suggestive and
supportive for the educators embarking upon the
task of transacting the new syllabus. The teachers
are of course free to devise new pedagogic ways of
dealing with the syllabus. Our B.El.Ed. experience
tells us that giving importance to the agency of the
learners by giving them spaces to construct their
own knowledge is important because of two
reasons. One is that it leads to a deeper conceptual
understanding. Secondly, it gives confidence to the
teachers that activity-based assignments can
effectively happen in classroom situations. It is
well known that teachers continue to teach the way
they are themselves taught. Moreover, it is
important especially for teacher educators to
remain conscious of not only their pedagogy but
also  the beliefs and value systems which are
inevitably caught by the learners. So, while unit 3
titled ‘teaching-learning process’ mentions ‘ways
of conducting inquiry’ as a topic of study, the
associated task elaborates the idea through helpful
triggers by suggesting meaningful activities. The
activities based on the prescribed school
curriculum will help future teachers in planning
their classes.

The above essay gives an account of the
perspective with which changes were made in
the current syllabus. As mentioned in the
beginning of the essay, curriculum revision
should be an on-going exercise. The new syllabus
therefore is open to critical analysis  and further
change and enrichment.
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dkyw jke 'kekZdkyw jke 'kekZdkyw jke 'kekZdkyw jke 'kekZdkyw jke 'kekZ

Mk;V esa Lkh[kus&fl[kkus dh tqxrMk;V esa Lkh[kus&fl[kkus dh tqxrMk;V esa Lkh[kus&fl[kkus dh tqxrMk;V esa Lkh[kus&fl[kkus dh tqxrMk;V esa Lkh[kus&fl[kkus dh tqxr

Ldwyh f'k{kk dks ysdj vDlj dkQh fujk'kktud ckrsa
gksrh jgrh gSaA fdlh Hkh f'k{kk ds laLFkku esa pys tk,¡]
ogk¡ ppkZvksa esa ,d nwljs ij vkjksiksa&izR;kjksiksa dk
flyflyk pyrk jgrk gSA bu lcds pyrs LFkkuh;
Lrj ij fd, tkus okys lh[kus&fl[kkus ds iz;kl nc
tkrs gSaA ft+yk f'k{kk ,oa izf'k{k.k laLFkkuksa dh dgkuh
Hkh ;gh crkrh gSA exj bl iwjs fujk'kk ds ekgkSy esa
Mk;V~l esa lh[kus&fl[kkus dh izfØ;kvksa dks vatke
fn;k tk ldrk gSA

foxr lkyksa esa geus fo|k Hkou lkslk;Vh ds
ek/;e ls jktLFkku dh pqfuank Mk;V~l ds vdknfed
lewg rFkk ch-,l-Vh-lh- Nk=ksa o ySc ,fj;k Ldwyksa ds
lkFk lh[kus&fl[kkus dh izfØ;kvksa ij foe’kZ fd;kA
vkxs c<+sa] blds igys ;g mYys[k djuk izklafxd
gksxk fd Mk;V~l dh eq[; Hkwfedk vius ft+ys esa
Ldwyh Lrj ij xq.koÙkkiw.kZ lh[kus&fl[kkus dh izfØ;kvksa
dks LFkkfir djuk gSA Mk;V dk <k¡pk dqN bl rjg
ls gksrk gS fd ;gk¡ vius ft+ys esa Ldwyh f'k{kk ds
fØ;kUo;u dks ysdj dbZ rjg ds dk;Z gksrs gSaA eq[;èkkjk
ds izkFkfed Ldwyksa ds fy, f'k{kd cukus dk dk;Z Hkh
Mk;V gh djrh gSA ;gka iwoZlsokdkyhu Nk=ksa dk ,d
cM+k lewwg gksrk gS tks nks o"kksZa rd f'k{kd cuus dk
izf'k{k.k izkIr djrk gSA blds ckn os izkFkfed Ldwy esa
f'k{kd curs gSaA nwljk] Mk;V esa lsokdkyhu f'k{kdksa dh
{kerko/kZu dk dk;Z pyrk jgrk gSA 'kS{kf.kd l= esa
ft+ys ds f'k{kd&f'kf{kdkvksa ds pj.kc) izf'k{k.kksa dk
vk;kstu Hkh Mk;V esa gksrk gSA jkT; Lrjh; ,l-lh-bZ-
vkj-Vh- ls f'k{kdksa ds izf'k{k.k ds fy, lh[kus&fl[kkus]
Vh-,y-,e-] fo"k;xr vkfn dks ysdj tks ;kstuk,¡ curh
gSa mudk fØ;kUo;u Hkh Mk;V ds ek/;e ls gh gksrk gSA
Mk;V dk viuk ,d ySc ,fj;k gksrk gS tgk¡ os fdlh
'kS{kf.kd dk;Z] uokpkj ;k dksbZ f'k{kk dh ;kstuk vkrh
gS rks mldks ogk¡ ykxw djds vuqHko ¼QhMcSd½ izkIr
djrs gSaA izeq[k ckr ;g gS fd ft+ys ds Ldwyksa esa
xq.kkRed f'k{kk ds lanHkZ esa vk;ksftr ch-vkj-lh- vkSj
lh-vkj-lh- Lrj ij vk;ksftr cSBdksa] dk;Z'kkykvksa
vkSj izf'k{k.kksa esa MkbZV~l ds ladk; lnL;ksa dh Hkkxhnkjh
,d 'kSf{kd ekxn'kZd dh gSfl;r ls gksrh gSA

bl fygkt+ ls gesa eglwl gqvk fd ft+yk f'k{kk
,oa izf'k{k.k laLFkku ft+ys dh ,d vge bdkbZ gSA
blh ut+fj, ds lkFk geus jktLFkku dh dqN Mk;V~l
ds lkFk tqM+us dh dksf'k'k dhA

bl nkSjku ge fo|k Hkou esa cqfu;knh f'k{kk dks
le>us dh fn'kk esa Hkh dk;Z dj jgs FksA ge ;g Hkh
le>uk pkg jgs Fks fd vkf[k+j cqfu;knh f'k{kk dh
dkSulh ckrsa gSa tks vkt ds lanHkZ esa izklafxd gSa ftUgsa
Mk;V~l ds lkFk foe’kZ dk fgLlk cuk;k tk,A gesa
vglkl gqvk fd csgrj f'k{kk ;k xq.koÙkkiw.kZ f’k{kk
dh tM+sa cqfu;knh f'k{kk esa lekbZ gqbZ gaSA

;gk¡ eSa jktLFkku dh nks Mk;V~l& jktlaen ft+ys
esa ukFk}kjk rFkk ck¡lokM+k ft+ys esa x<+h Mk;V ds lkFk
fo|k Hkou ds tqM+ko vkSj ogk¡ lh[kus&fl[kkus dh
izfØ;kvksa dks ysdj fd, x, dk;Z dks laf{kIr :Ik ls
j[kus dk iz;kl d:¡xkA

geus Mk;V ds ySc ,fj;k ds Ldwyksa esa bl le>
ds lkFk laokn fd;k fd izkFkfed 'kkyk esa f'k{kd dh
Hkwfedk dkQ+h egÙoiw.kZ gSA bls ,d n`<+ fo'okl ds
:Ik esa ekuk x;k gS fd f'k{kd dh Hkwfedk vlk/kkj.k
gSA nwljk] lkexzh o xfrfofèk;ksa dh tkudkjh nsus ls
T+;knk mu okftc xfrfof/k;ksa dks cPpksa ds lkFk
djuk vge gSA lkFk gh ;g vkSj Hkh vge gS fd
vkf[k+j lkexzh vkSj xfrfof/k;ksa ls dkSuls dkS’ky vkSj
{kerkvksa dks gkfly djuk pkgrs gSa] bl ckjs esa f'k{kd
dks ltx cukus dh t+:jr gSA

ukFk}kjk Mk;V dh ySc ,fj;k Ldwy izkFkfed
'kkyk miyh vksM.k ds lkFk dk;Z
f'k{kk esa vFkZiw.kZ f'k{kk ds ea=ksa dh c;kuckt+h rks [kw+c
gksrh gS exj mldk O;kogkfjd i{k izf'k{k.kksa esa Hkh
izfrfcafcr ugha gksrkA bl laiw.kZ dk;Z dks bl le>
ds lkFk fd;k x;k fd tc ge vFkZiw.kZ f'k{kk dh ckr
djrs gSa rks blds ek;us ;s gSa fd lcls vk[k+jh
ik;nku ij fojkteku Ldwy esa vk jgs cPps rd igq¡p
cusA d{kk iqLrdky; ,slk gh ,d fopkj gSA [kkldj
gkf'k;kd`r ifjokj dh og cPph ;k cPpk ftlds ?kj
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esa fyf[kr lkexzh dk iwjs rkSj ij vHkko gksrk gSA bl
otg ls mldks ikB~;iqLrd ds vykok vkSj dksbZ
fyf[kr lkexzh ds lkFk vius dks tksM+us ds volj
ugha feyrs gSaA ge ekurs gSa fd d{kk iqLrdky;]
vFkZiw.kZ f'k{kk dks O;ogkj esa ykus dk ,d lkFkZd
d+ne gSA

ukFk}kjk Mk;V dh ySc ,fj;k Ldwy izkFkfed
'kkyk miyh vksM.k esa d{kk iqLrdky; dh dgkuh]
f'kf{kdk dh tq+ckuh ;gk¡ izLrqr gSA Mk;V ds }kjk ySc
,fj;k ds rgr pquh xbZ jktdh; izkFkfed fo|ky;
miyh vksM.k esa lh[kus&fl[kkus dk okrkoj.k cukus
ds fy, d{kk iqLrdky; [kksyk x;kA d{kk iqLrdky;
ds fy, cPpksa dh fnypLi fdrkcsa fo|k Hkou lkslk;Vh
dh vksj ls nh xbZA dqN iqLrdsa LFkkuh; Lrj ij
[kjhnh xbaZA Ldwy ds f'k{kd ds lkFk Mk;V vkSj fo|k
Hkou ds lkfFk;ksa us ppkZ dhA cPpksa ds fy, fdrkcksa
ds p;u ds vk/kkj D;k gks\ d{kk esa fdrkcksa dk
bLrseky dSls djsa\ tSls elyksa ij le> dks lk>k
fd;kA bl le> ds lkFk miyh vksM.k Ldwy esa d{kk
esa cPpksa dks iqLrd miyC/k djkbZ xbZA

Ldwy dh f'kf{kdk ikoZrh Hkxksjk ds 'kCnksa esa vkxs
dh dgkuh dqN ;ksa gS&ßdqN fdrkcksa ij esjs }kjk
cPpksa ds lkFk dk;Z fd;k x;kA uko pyh] NqVdh
fxygjh] vkn'kZ dgkfu;kas vkfn esa ls jkspd dgkfu;k¡
o dfork,¡ esjs }kjk cPpksa dks lqukbZ xbZaA d{kk esa
nhxj fdrkcksa dh cnkSyr ,d vyx gh ekgkSy curk
tk jgk FkkA cPps tgk¡ d{kk esa o.kZekyk ds fgTtksa esa
my>s jgrs Fks ogha vc d{kk dk ekgkSy
thoar gks mBk FkkA cPps vc fdrkcksa dks
myVrs&iyVrsA fdrkcksa dks [kksy&[kksydj
fp=k s a  v k S j fyf[ kr lkex z h  e s a
laca/k fcBkdj vuqeku ds lkFk i<+uk lh[k
jgs FksA njvly cPpksa ij ;g yknk gqvk
cks> ugha Fkk cfYd cPps [kq+n&c&[kw+n i<++uk
lh[kuk pkg jgs FksA

vc cPps [kkyh dkyka'k esa bu fdrkcksa
dks i<+rsA eSaus loZizFke ̂uko pyh* iqLrd esa
nh xbZ dgkuh ij ,d dfork dk fuekZ.k
fd;k o cPpksa dks lqukbZ tks mUgsa ilan
vkbZA cPpksa us ,d vkSj fdrkc ̂gyhe pyk
pkan ij* cM+s pko ls i<+hA tc eSaus Ik;kZoj.k
v/;;u esa lkSj ifjokj okyk ikB i<+k;k

vkSj pk¡n ds ckjs esa crk jgh Fkh rks dqN cPps chp esa
gh cksy iM+s] ^^gk¡] eSMe] geus gyhe pyk pk¡n ij
fdrkc esa i<+k gS fd pk¡n ij isM+ vkSj yksx&ckx ugha
gSA** blls eq>s ;g vuqHko gksus yxk fd cPps i<+uk
vkSj i<+dj le>uk lh[k jgs gSaA

,d fnu eSaus NqVdh fxygjh okyh dfork lqukbZ
ftlesa ,d NksVh&lh] Hkksyh fxygjh }kjk Ik;kZoj.k
dh j{kk dk lans'k fn;k x;k gSA blh lanHkZ esa eSaus
fxygjh dh ,d vkSj dgkuh lqukbZ ftlesa Jhjke dh
yadk ij p<+kbZ ds le; fxygjh us viuk lg;ksx
iznku fd;k FkkA blls fxygjh vkSj vU; thoksa ds
voyksdu dh Hkkouk tkx`r gqbZA blh izdkj ls mDr
iqLrdksa esa vafdr gLrfufeZr I;kjs&I;kjs o lqanj fp=ksa
dks ns[kdj cPpksa esa fp= cukus dh Hkkouk tkx`r gqbZ
vkSj cPpksa us fp= cukuk 'kq: fd;k ftlls fp=dyk
ds dkS'kyksa dk fodkl gqvkAß

x<+h Mk;V ds iwoZ lsokdkyhu Nk=ksa ds lkFk
izf'k{k.k ds nkSjku vuqHko
x<+h Mk;V ds Nk=ksa ds lkFk ekr`Hkk"kk f'k{k.k ij Hkh
le> cukus dh dksf'k'k dh xbZA ,d egÙoiw.kZ le>
;g cuh fd ekr`Hkk"kk dh tc ckr dj jgs gSa rks
bldk vFkZ ;g ugha fd ge vaxzst+h dk fojks/k dj jgs
gSaA dgk ;g tk jgk gS fd tks cPpk vius ?kj&ifjos'k
esa Hkk"kk cksyrk gS mls ut+jankt+ djuk cPps ds otwn
dks dqpyuk gSA blfy, Ldwy ds 'kq#vkrh lkyksa esa
cPpksa dks ekr̀Hkk"kk esa f'k{kk nsus dh t+:jr dks eglwl
fd;k x;kA cPpk ftu 'kCnksa vkSj vuqHkoksa dks ysdj
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vkrk gS mls Ldwy udkj nsrk gSA ,d rjg ls ge cPps
dh vfHkO;fDr ds vkSt+kj dks gh [kkfjt dj nsrs gSaA
cPps ds ikl tks Hkk"kk;h {kerk gS mlh esa og laokn
djsa rks lh[kus&fl[kkus ds jkLrs Hkh [kqy ldrs gSaA
blfy, ;g t+:jh gS fd ekr`Hkk"kk esa f'k{kk nh tk,A

bl l= esa Ik;kZoj.k v/;;u dh dqN voèkkj.kkvksa
ij ppkZ dh xbZ fd dSls bUgsa ekr`Hkk"kk esa i<+k;k
tk,A vius vklikl ds isM+ksa ij ppkZ vkSj Nkuchu
esa cPps rHkh lfØ; :Ik ls Hkkxhnkjh dj ldrs gSa tc
Hkk"kk mudh viuh gksA vxj Hkk"kk mudh viuh ugha
gksxh rks os mlesa Hkkx ysus ds ctk; nwj Hkkxus dh
dksf'k'k djsaxsA

njvly] bl iwjh izfØ;k esa Mk;V ds vdknfed
lnL; Hkh ekStwn FksA bu l=ksa dh lajpuk dqN bl
izdkj ls cukbZ Fkh fd Nk= Lo;a gh lewg esa i<+us dk
dk;Z djsa vkSj fQj lkewfgd l= esa viuh le> dks
izLrqr djsaA bl rjg ls geus d{kk f'k{k.k dh iwjh
izfØ;k dks thoar cukus dh dksf'k'k dhA bu l=ksa esa
Nk=ksa dks lkewfgd dk;Z djus dh ,d n`f"V feyhA
f'k{kk esa lkewfgdrk dh nqgkbZ rks dkQ+h nh tkrh gS
exj mls x<+h Mk;V ds Nk= O;ogkj esa Hkh ykrs gq,
fn[k jgs FksA

x<+h Mk;V ds iwoZ lsokdkyhu Nk=ksa ds lkFk
geus djds lh[kus ds dqN l= Hkh vk;ksftr fd,A
bu l=ksa esa foKku fo"k; esa iz;ksx djus ds volj
miyC/k djk,A iz;ksx ,sls ftuesa lkexzh ,slh gks tks
vius gh ifjos'k ls vklkuh ls fey tk,A dqN blh
izdkj ds iz;ksx ,d Øec) <ax ls djok, x,A

njvly] foKku f'k{k.k esa iz;ksx djds rqjar gh
mlds fu"d'kksZa dks crkus dk izpyu jgk gS tks foKku
dh izÑfr ds l[+r f[k+ykQ gSA geus bu l=ksa esa dqN
iz;ksx djk, vkSj fQj fu"d"kZ fudkyus ds fy, Nk=ksa
dks ck/; fd;kA bl iwjh izfØ;k esa tgk¡ foKku dh
izd`fr ls Nk= voxr gq, ogha muesa iz;ksxksa dks djus
vkSj fu"d"kZ fudkyus dk vkRefo'okl Hkh iSnk gqvkA

bUgha l=ksa esa Vh-,y-,e- ij laokn fd;k x;kA
Mk;V Lrj ij ft+ys ds f'k{kdksa dh Vh-,y-,e- fuekZ.k
ds fy, dqN jkf'k dk izko/kku gSA bldks ysdj Mk;V
esa dkQ+h pgy&igy gksrh gS exj ;g izfØ;k d{kkvksa
ds Lrj ij izfrfcafcr ugha gks ikrhA cqfu;knh f'k{kk
esa Vh-,y-,e- dh vo/kkj.kk ij Nis ,d ys[k dks iwoZ

lsokdkyhu Nk=ksa dks fn;k x;k rFkk ml ij ppkZ dh
xbZA Vh-,y-,e- dh vo/kkj.kk ;g gS fd dksbZ ,slh
ewrZ lkexzh gks ftlds ek/;e ls cPpksa esa lh[kus&fl[kkus
dks ysdj le> cusA bl rjg dh lkexzh cPpksa dh
iqLrd Hkh gks ldrh gS ftlds ek/;e ls cPps i<+uk]
vkSj i<+dj lh[krs gSaA blfy, cPpksa dh cf<+;k
iqLrdksa dks Vh-,y-,e- dk fgLlk cuk;k tkus ij t+ksj
fn;kA vkxs ds l=ksa esa cPpksa dh fdrkcksa dh leh{kk
bl le> ds lkFk dh xbZ fd NksVh d{kkvksa ds fy,
os fdruh lkFkZd gSaA

dqy feykdj ;g dgk tk ldrk gS fd izf'k{k.k
dk;ZØe esa iwoZ lsokdkyhu Nk=ksa dks jpukRed <ax ls
lh[kus&fl[kkus ds fy, ubZ&ubZ lkexzh dks vkt+ekus
ds volj miyC/k djk,A bl iwjh izfØ;k dk ,d
lkFkZd vlj ;g gqvk fd Mk;V ds vdknfed lewg
pkgs iwoZ lsokdkyhu izf'k{k.k gks ;k lsokdkyhu izf'k{k.k
gks] os egt+ f'k{kk ds fl)karksa dh ppkZ djus ds ctk;
lh[kus&fl[kkus dh izfØ;kvksa dks 'kkfey djus dh
vksj vxzzlj gks jgs FksA bl mnkgj.k ls ;g Hkh lkfcr
gksrk gS fd Mk;V~l esa lh[kus&fl[kkus dh xaqtkb'k
fn[kkbZ nsrh gSA cl] volj iSnk djus dh t+:jr gSA
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Richa Goswami

In search of good resource persons: What interactions with
DIET faculty shows

Abstract

Over the last decade, there has been a gathering sense of disappointment about the ways in
which DIETs, which were envisaged by policy to be key strategic resources at district
levels, operate. This article is a thoughtful account of the realities faced by DIET faculty as

they struggle to contemporize teacher training at the district level.

During a teacher training in Delhi, I had the
opportunity to meet a DIET faculty member who
was responsible for the in-service trainings in his
district. We started talking about teachers’
participation and how, after a break in a training
session it is difficult to ensure that teachers return
and to sustain their  interest in the training. In
this training, a teacher had sought permission to
leave and it was clear others felt the same way.
After persuading the teacher to attend for some
more time, the faculty member asked for feedback
on the session. The resource person for the session
had emphasized that teachers need to feel
confident enough to stand in front of an audience.
He asked each teacher to come one-by-one and
present something, a song, a joke, or share their
experiences. This was a big group of teachers,
almost a hundred. The activity sustained their
interest for a very short period and then turned
monotonous. After a point, the resource person
himself could not listen attentively to what the
participants were saying.

As I narrated this, the faculty looked
disappointed and asked me what could be done
in this situation. His earlier energy to welcome
teachers and ensure their participation was lost.
He was now on unsure ground. He pointed out
that even though we were placed in Delhi it was
not possible to get persons who had the capability
and experience required for these trainings. He
referred to Moloyshree and Ashish Ghosh, two
renowned theater educators who had the
capability of doing good theater, talking to others
about it, who had a vision not only about theatre,
its relevance for society and education but also
an understanding of society, diversity, inequity
and the role of education. They had the ability to

engage teachers and enthuse them with their ideas.
But such people were so few, and DIETs, in order
to fulfil the expectations of providing pre-service
and in-service trainings had to organize a large
number of trainings. So, where were they
supposed to get good resource persons from?

While expectations from DIET faculty are
pitched at a high level, there is dearth of training
and education that would enable them to handle
all this. They are expected to that have linkages
with other resource agencies at district, state or
national levels and NGOs. Unfortunately, even
when DIET faculty were willing to go out of the
way to organize effective training, getting
appropriate resource persons proved to be
extraordinarily difficult. The rules and procedures
of DIETs are also complex and make it difficult
for the DIETs to involve NGOs.

Most DIETs are understaffed and most of their
time is taken up with conducting classes for
trainee-teachers. Thus, they do not have any time
to engage with the schools or other organizations
in the district from where they can identify good
resources. Other than the academic inputs in terms
of teaching (with scant resources), many DIET
faculties are also expected to be a part of day-to-day,
non-academic, administrative matters like
admissions, accounts, etc.

This is not to say that the idea behind setting
up of the DIETs has failed. There is one instance
where I happened to experience something very
positive which made me understand the potential
of DIETs and school engagement. It was at a
school level meeting where a DIET faculty came
to introduce us, members of an intervention
project, to the school teachers. She knew most of
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the teachers by name and knew how long they
had been in the school. She had met most of the
teachers in the in-service programs which had
been organized at the district level. The respect
and appreciation that this DIET faculty enjoyed
with the teachers and her rapport with them was
remarkable. She seemed to have genuine respect
for the teachers and what they were trying to do
in the schools, which was in turn reciprocated by
the school teachers.

It may be concluded that since DIETs were
established with the understanding of being able
to provide support to school teachers and be an
academic linkage in the entire process of
schooling, they need to be given opportunities
and capacity building to work at both the levels.
There needs to be systemic interventions to make
them confident about interacting with schools
in more meaningful ways.
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Kalyani Krishnan

A report of the

National Seminar on Teacher Education– Pedagogic Trajectories
23-24th September, 2011, Lady Shri Ram College, Delhi University

‘Learning to teach’ and ‘teaching to learn’ are
complex and multidimensional processes which
encompass synthesis, interaction and
application of knowledge from multiple sources
and dynamic contexts.  Teacher education
discourses draw from these experiences and
engagements and create multiple patterns.
However, research, policy, theory and practice
have not quite managed to make these patterns
apparent across different contexts and curricula.
This is where the shared experience and praxis
amongst the community of teachers, teacher
educators and researchers assumes importance
in evolving a kaleidoscopic vision for a teacher
education program. With this as the objective, the
Department of Elementary Education, Lady Shri
Ram College for Women with support from the
University Grants Commission organized the
National Seminar on Teacher Education
‘Pedagogic Trajectories’ from 23-24 September 2011
at the college premises.  The broad aim of the
seminar was to arrive at a shared understanding
of the changing nature of pedagogies and to initiate
and sustain dialog and reflection.

After an initial selection, 35 papers were
presented in four thematic areas by teacher
educators, school teachers, administrators and
educationists. These were:

• Teacher education programs- looking

through a kaleidoscope;

• Engaging with practitioners;

• Teacher education and schools: A dialog;

• Insights from the field: Experiential narratives

The seminar began with a panel discussion
on ‘Teacher education programs– Policy,
perspective and praxis.’ Issues dealt therein
included the state of teacher education in the
current socio-political context; the emerging
polices for promoting public-private partnerships
in education, the role of teacher education

programs in context of the Right to Education Act,
policy level initiatives at the national level, the
need for strong linkages between schools and teacher
education programs so as to evolve a meaningful
praxis, and the role of teacher education in catering
to the needs of contemporary society.

The two sessions on ‘Teacher education
programs- looking through a kaleidoscope’ had
research scholars and educationists presenting
papers ranging from the dilemma of content
strengthening to looking at pedagogical aspects in
teacher education programs, taking stock of DIETs
as a preparation for teachers- number of pre-service
teacher education institutes in each state, number
of unqualified teachers and the administrative
structures, professional development of teachers,
physical education and teaching of Science to the
issues of assessment in teacher education.

In the session on ‘Engaging with practitioners’
papers presented ranged from looking at a
conceptual framework to prepare teachers as
reflective practitioners, mentoring as a successful
model for continuous professional development
(CPD) of teachers, looking at collaborative action
research for CPD and using ICT for continuous
professional development of educators.

‘Teacher education and schools– A dialog’,
brought together school teachers and teacher
educators, both advocating for strong partnerships
between teacher education institutions and
schools. Presenters talked of reimagining teaching
practice, building sustained dialogs and
institutional linkages as means of achieving the
same.

The last theme of the seminar ‘Insights from
the field: Experiential narratives’ focused on
teacher educators and research scholars bringing
in their experiences and reflections on both
‘theory’ and ‘praxis’ in education. Researchers
shared the educational aspirations of children
of inter-state migrant families and their
implications for a teacher training program,
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while teacher educators looking critically at the
content and curriculum of pre-service teacher
education programs.

The seminar acquires importance in that it
brought together schools teachers, researchers and

teacher educators together to bring to the surface
the pedagogic practice of the teacher education
programs in India. A monograph of the selected
papers was published in 2010, documenting the
collective wisdom of teacher educators as reflective
practitioners and researchers.

Table 1
Papers presented at the seminar

Pre-service teacher education: Smriti Sharma Assistant Professor, Lady Shri Ram
The neglected agenda College for Women, New Delhi

Discontents of ‘teacher training’: Dev Pathak Assistant Professor in Sociology,
A critical discourse on teacher South Asian University, New Delhi
education in the neo-liberal context

Expectations of schools from teacher Agnes Joseph and Curriculum Developer,  Currimakers
education programs Nisha Sharma Education Pvt. Ltd.

Science and ethics: A confluence of Aastha Saxena Research Scholar, Central Institute
disciplines and implications for of Education (CIE), Delhi University
teacher education

Education for sustainable development Anamika Srivastava Research Scholar, Zakir Husain
and the teacher education program Centre for Educational Studies, JNU

Inclusive classrooms: Issues and Sheela Rajeshwari Ph.D. Scholar, CIE, Delhi University
challenges in pre-service teacher and Vandana Saxena
training programs

Physical education in the making of Meenakshi Pahuja Assistant Professor, Lady Shri Ram
the teacher College for Women

Reimagining teaching practice by Indira Vijaysimha Azim Premji University
building strong partnerships with
schools and teachers

Bridging the gap between teacher Suneeta Mishra Member, NCTE
education and school: Dimensions,
possible solutions and personal
experiences

Schools and teacher education programs Kanwaljeet Khungar,  Teacher, Bharat National Public School
Megha Sehgal,
Deepti Goel and
Harpreet Kaur

Pedagogy in teacher education programs Vishnukant and Teacher Educator, Presidium
Asmita Bhutani

Preparing teachers for reflective Huma Ansari and Asistant Fellow, Digantar, Jaipur
pedagogic practices: Digantar’s Manoj Kumar
intervention

Conceptual change: Research trends and Gurjeet Kaur Assistant Professor, Faculty of
implications for science teacher preparation Education, Jamia Millia Islamia

Addressing nature of science in Manisha Wadhwanee Associate Professor, Aditi
elementary teacher education using Dabas Mahvidyalaya, Delhi
controversial issues
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Opting out of fixed moulds Maya Joshi Associate Professor, Department of
English, Lady Shri Ram College for
Women

Assessment as opportunity for Nupur  Samuel Academic Fellow, General English,
growth: Formative assessment and Ambedkar University, New Delhi
teacher education program

Reflections on the B.El.Ed. program Suvasini Assistant Professor, Education,
Miranda House, Delhi University

A short-term project of Karnataka DIET T. K. Raghavendra Lecturer, DIET, Karnataka
in pre-service teacher education

Kitaabon ke roshni mein hum: Sharada Kumari Senior Lecturer, DIET, New Delhi
A project approach to learning Mythili R. and Research scholar, University of

Sunil Kumar A. Madras

The Nagaland Board of Secondary Jayshri Kannan Director, ELT Curriculum Reforms,
Education: A story Nagaland Board of Secondary Education

Emancipatory pedagogy for a complex Heemal Handoo Bhat DAV Public School, New Delhi
classroom transformation

Educational aspirations of children of Priyanka Varshney Research Scholar, Department of
construction workers and Vandana Saxena Edcuation, Delhi University

Continuing support for CPD Vishnu Kant and Director, Currimakers Education
Sarita Sharma Pvt. Ltd.

Conceptual framework for mentoring Charu Sharma University Teaching Assistant, CIE,
as CPD Delhi University

Digital media: A way to professional Roopak Chauhan Program Manager, American India
development Foundation
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Preeti Misra

A report of the

National Consultation on Special Training under RtE : Trends,
challenges and priorities

12-13 April, 2012, Jaipur

A two-day national consultation on Special
Training under RtE, 2009 took place in Jaipur on
12-13 April 2012.  The consultation had been
organized, at the behest of Ministry of Human
Resource and Development (MHRD), by Sarva
Shiksha Abhiyan (SSA), Rajasthan in partnership
with UNICEF. It was attended by members from
UNICEF offices of different states, state
representatives from SSA and representatives from
government and non-government organizations.
The focus was on mainstreaming of the out-of-
school (OoS) children and the possible strategies
for same were discussed in great detail. Several
concerns were also raised during the consultation
as were observations and recommendations. The
ultimate aim of the consultation was to arrive at a
set of guidelines  that could serve as the rough
framework for drafting policy recommendations.

RtE 2009 Act came into effect on 1st April 2010.
These two years have highlighted the need to act
with speed if we wish to fulfill the provisions of
the Act within the stipulated timeframe. One of
the biggest challenges faced is in the
implementation of Section 4 of the Act: The
provision that stipulates age appropriate
admission into school.

The consultation highlighted the fact that
challenges in mainstreaming of OoS children are
multi-pronged starting with identification of such
children and ending with ensuring that they
reach age appropriate levels and do not drop out.
The definition of  OoS children varies across
states, organizations and individuals and hence
the reported number of such children depends
on who is reporting. A key issue that is often
ignored while identifying such children is
determining the reasons as to why the child has
either not been to school or dropped out. This
needs to become a vital step covered as part of
child identification.

While there are several steps in the process of
mainstreaming OoS children, and all of these were
covered, the focus of the consultation was on
processes that ensure accelerated learning more
commonly called ‘Special Training under RtE’.
There were several presentations that dealt with
the different aspects of mainstreaming and
showcased innovative ideas which can serve as
models.

Child Tracking and Identification
Several presentations focused on the issue of
identification of OoS children.  It became very clear
that there are several facets to this problem and
covering them during the identification process
will serve to streamline the mainstreaming
process. For example, the issue of who should be
considered as out-of school: Children who have
never been to school or those with poor or low
attendance etc. It is important to have clear-cut
guidelines regarding age of children, definition
of school and definition of attendance to ensure
reliable data of OoS children. The presentation
by CORD, defined a child between 6 to 14 years
age as on 30th September and not attending a
formal school at the primary or higher level, as
‘out-of-school’. It further stipulated that a child
in this age group and studying in pre-primary
classes is also out-of-school as is a child who is
absent continuously for 30 days, from school.

There are several factors that influence
children being out-of-school such as poverty,
gender, social groups (SC, ST, Minority) and
location of the child and hence it is important to
record these while preparing the profile of OoS
children. There was discussion regarding issues
that arise during child tracking as anticipating
potential problems can ensure a smoother survey
and more reliable data.

The consultation presented some examples
of what has been done by states. The monitoring
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system developed by Gujarat was presented as
was the method adopted by SSA Rajasthan
during child identification. One possible system
of child-tracking involves making the existing
system of data collection through the district
information system for education(DISE), and
child tracking surveys as the backbone of
education statistics.  Overall, it was suggested that
information on age, class and school
participation of the child cannot be based only
on parents’ reporting but needs to be verified with
local schools registers, attendance data should
be collected, so that children who are enrolled
but not attending can be easily identified and most
importantly anganwadis can play a major role in
identifying OoS children and bringing them to
school at an appropriate age. The issues of
tracking children with disabilities, migrant
children, street children, children in areas
disturbed by civil strife was discussed.

Enrollment and Mainstreaming
Subsequently, the consultation discussed the
question of accelerated learning as it is demanded
by age appropriate admissions. There were
concerns voiced that there is a danger of setting
up a parallel system and that this system of
learning needs to be integrated with  mainstream
schools.

While enrolment drives prove effective for
younger children, bringing an older child upto
age appropriate levels involves not just imparting
language and math skills but as importantly
social-motivational skills, awareness of rights,
confidence building etc., as well. The content and
curriculum of the learning program needs to be
carefully designed to reflect this. The knowledge
and skills of the child need to be considered
during training design. Depending on the
number of OoS children, there can be different
models of accelerated learning: non- and
residential bridge courses (RBCs), courses run by
the teacher or courses run by educational
volunteers that are placed within a school.

In the case of RBCs, a short period induction
camp or a readiness program prior to the actual
RBC increase retention. This observation was
shared by the representative from Odisha, who
described the model being followed in their state.
The chief characteristic of this model was

categorization of children into never enrolled,
drop-outs and frequent absentees. The strategy
has three major steps: School readiness programs,
bridging and eventually mainstreaming. The
special training material follows the class specific
model where the essential concepts from each
class are identified and existing material on
selected topics is used. Several other examples of
alternative learning environments were presented
such as those by CARE, Uttar Pradesh and MV
Foundation.

Group Work
The consultation consisted of presentations as
well as tasks on which discussions took place in
smaller groups. The questions posed to the groups
focused on content and curriculum of  special
trainings, programs of teacher development
required for  teachers of such programs and the
role played by the community in special trainings.

While RtE recommends a strong school
management committee (SMC) and has defined
several responsibilities for the latter, the reality is
most SMCs are defunct either due to lack of
awareness (mostly in rural areas) or disinterest
(in urban areas). They can be made functional
through special orientation and capacity
enhancement programs, such that for SMC
members become aware of their roles and
responsibilities. This can be done in partnership
between the government and non-government
agencies. The capacity enhancement exercise
would be in the following areas: Child mapping,
maintaining records of all school age children,
mobilization and preparation of OoS children,
and most importantly generating awareness of
RtE and its various provisions.

The groups also came up with some
questions that were relevant to the current context
of education (and not just special training) such
as what should be the profile of a child who is
said to be elementary level educated? If only two
years are given to bridge the gap, what do you do
if the child has not reached the appropriate level
at the end of the period? Should the provision of
special training be dropped in 5-6 years as we
will not have ‘never enrolled’ or ‘drop-out
children’ by then? What should be the basis of
teacher selection- professional qualification or
aptitude/ attitude of a person?

35



Voices of Teachers and Teacher Educators

Conclusion
There is now only one year left to meet the
provision of RtE that stipulates the enrollment of
all children in the age group 6-14, in age
appropriate classes in mainstream schools. The
challenges in reaching this stage are vast, ranging
from identification of all such children to ensuring
that they remain in school and achieve the desired
level. Several stakeholders are involved in the
process (government, community, NGOs etc.) and

the role that each can play in the process needs to
be mapped. The Government can provide a
platform for dialog and provide financial support
but also needs to build mechanisms to make the
system and officials (not just teachers but head
teachers, BEOs, CRCs, DEOs etc) accountable.
Perhaps, most important will be the role of
community, as represented by the SMC, in
deciding how successful we are in achieving this
goal.
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Teacher Challenges for Education for All in India
Conference on Teachers for Education for All

29-30 May, 2012, New Delhi

Teachers for Education for All: Background and
Rationale
At the World Education Forum in 2000, the
international community defined the global
Education for All (EFA) agenda as relating to six
areas: early childhood care and education,
primary education, youth and adult learning
needs, literacy, gender equality and quality in
education. Three quantifiable goals were set for
2015: halving the number of illiterates, universal
primary education and gender equality, the latter
two being reiterated in the Millennium
Development Goals (MDGs).

Teachers are a precondition to the
achievement of all EFA goals and the key to
bridging both the qualitative and quantitative
targets.  At the Oslo meeting in December 2008,
the Education for All High Level Group (HLG)
made recommendations to all EFA partners and
national governments to identify their short and
medium-term needs for recruitment, deployment,
training and retention of teachers. The
recommendations also called upon development
partners to support national efforts in this area,
to identify and meet the needs specified, and to
provide predictable support to cover the
associated costs.

Following the recommendations of the High
Level Group Meeting to address the teacher
challenge the International Task Force for
Teachers for EFA was established in early 2009.
Within the purview of its mandate outlined in
the Action Plan, the International Task Force on
Teachers for EFA supports an accelerated effort
to bridge the teacher gap by addressing three
principal areas- policy, funding and capacity-
building, through a range of activities and
mechanisms.

 To this end, the Secretariat for the Task Force
on Teachers for EFA housed at UNESCO has

organized, among other activities, a series of
conferences and policy dialog forums focusing on a
wide range of teacher-related issues. A good case in
point is the International Conference on Teachers
for EFA in Africa in January 2011 in Nairobi, Kenya.
This regional conference brought together education
specialists from over 20 countries and 30 institutions
in the field of education to deliberate over the
necessity of qualified and committed teachers for
education quality.

 Following the success of this international
conference, the Secretariat in conjunction with the
Government of India is organizing a two-day long
conference which will focus on a range of issues
related to teacher challenges in India. These issues
have been identified through deliberations
between the Government of India and the
Secretariat of the International Task Force on
Teachers for EFA.

In its record of numerous activities, the
Secretariat, will, for the first time co-organise a
conference concentrating on the teacher
challenges of one country alone. The timing of
the conference is propitious as India will assume
the chair of the E-9 Secretariat and will host the
9th E-9 Ministerial Review Meeting on the agreed
theme of 'Inclusive Quality Education’ in
mid-2012.

Teachers for Education for All in India:

Overview and context

India is one of the major emerging economies of
Asia and the world. Ensuring sustainability of the
expanding economic success of the country puts
much emphasis on the need for well-balanced
development. With the recognition that education
is the cornerstone for all development, this vast
country which is divided into 28 states and 7 union
territories, with over 600 districts and 0.6 million
villages, has taken major strides in making
education available to its diverse population.
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The Sarva Shiksha Abhiyan (SSA) is
Government of India’s flagship program for the
achievement of Universalization of Elementary
Education (UEE) in a time-bound manner. The
86th amendment to the Constitution of India
declared making education to children between
the age group of 6-14 years a fundamental right.
SSA is being implemented in partnership with
state governments to cover the entire country and
address the needs of 192 million children in 1.1
million habitations. The program seeks to open
new schools in those habitations which do not
have schooling facilities and strengthen existing
school infrastructure through provision of
additional class rooms, toilets, drinking water,
maintenance grant and school improvement
grants. In addition, SSA seeks to provide quality
elementary education including life skills and all
round development of children. SSA has a special
focus on girl’s education and children with
special needs and seeks to provide computer
education to bridge the digital divide.

SSA recognizes the importance of teachers as
a key element in achieving Universalization of
Primary Education (UPE). To this end, SSA aims
to provide additional teachers to existing schools
with inadequate teacher strength and reinforce
the capacity of existing teachers by extensive
training, grants for developing teaching-learning
materials and strengthening the academic
support structure at cluster, block and district
levels. Despite considerable progress achieved
with regard to SSA, challenges still remain. The
shortage of teachers has been identified as a
crucial factor in the success of Sarva Shiksha
Abhiyan. With the growing emphasis on quality
education and the Universalisation of Secondary
Education (Rashtriya Madhyamik Shiksha
Abhiyan-RMSA) foreseen as a priority after 2015,
the need to address a wide range of teacher-related
issues is a pressing priority. The National
Curriculum Framework 2005 and the Right to
Education Act (RtE) that came into force in April
2010, has furthermore emphasized the need to
address both the qualitative as well as
quantitative aspects of the teacher deficit.

In keeping with this background, the Teacher
Challenges for Education for All in India
conference will focus on six areas identified
during discussions between the Task Force
Secretariat and the Government of India.

The conference will bring together members of
the Central and State governments as well as a
wide range of stakeholders from non-governmental
and civil society organisations at the national level
as well as international organizations to deliberate
over the following six areas:

• continuing professional development for

teachers in India;

• decentralization: challenges and steps forward;

• gender issues in teacher force;

• public-private partnerships to address the
teacher gap;

• inclusive education for children with special
needs;

• monitoring and evaluation

Objectives
The objective of the conference is to deliberate over
the six aforementioned areas and the issues that
fall under their premise with a view to generate
recommendations that could inform future policy
decisions at the central and state level.

The conference also allows for an opportunity
for sharing of policy-related experiences with
other member countries of the International
Teachers Task Force.

Format
Panel discussions with three/four invited
speakers and time for questions and answers
followed by working groups, plenary session and
a session dedicated to recommendations and
wrap-up.

Sessions proposed
-  Professional development for teachers
In the contemporary socio-economic context of
India, learners, on the one hand, have a wide
range of demands and expectations from teachers.
On the other, the teacher’s professional success
and capacity to serve the system and its policy
goals also depend on his/her awareness of
challenges that India and its society are facing in
terms of gender disparity, cultural diversity,
inequity and inequality. The two aspects together
reinforce the need for a state-of-the-art continuing
professional development for teachers in India. In
addition, the National Curriculum Framework for
Teacher Education that was published in 2009/
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2010 has emphasized the importance of in-service
programs that could sustain continuing
professional development. The areas/questions for
discussion, each covering a large range of issues,
which come under this section, are as follows:

• redesigning and upgrading current teacher
education programmes: What are the
challenges and opportunities?

• harmonisation and revitalisation of teacher
education infrastructural provision across
the country: What necessary measures?

• use of open and distance learning (ODL) for
continuous professional development:
Possibilities for the future?

-  Decentralization: Challenges and steps forward
The Chattopadhyaya Committee Report (1983-85)
emphasized the significance and need for a
decentralized system for the professional
preparation of teachers. This policy was put in
place proactively by the Central Government in
the 8th Plan with the establishment of District
Institutes of Education and Training (DIETs),
Institutes of Advanced Studies in Education
(IASEs) and Colleges of Teacher Education (CTEs)
through the Centrally Sponsored Scheme of
Restructuring and Reorganisation of Teacher
Education. Of the 599 districts in the country,
District Institutes of Education and Training
(DIETs) were set up in 571 districts, of which only
529 are functional to date. The DIETs are
envisioned as ‘academic lead institutions’ to
provide guidance to all academic functionaries
in the district. There is need to strengthen ways
in which teachers themselves directly shape and
contribute to their own professional development
through decentralized structures that have been
established, and an increased role in pre-service
teacher education as well. There is also an
increasing need to link schools to communities.

The areas/questions for discussion, each
covering a large range of issues that come under
this section are as follows:

• revitalizing existing structures (DIETs and
other sub-district structures): What are the
challenges and opportunities?

• strengthening decentralized management and
participation of teachers in teacher education.

• developing strategies for mobilizing
community participation: What are the
challenges and opportunities?

• developing strategies for a collaborative
relationship between teachers and community:
what are the challenges and opportunities?

-  Gender issues in teacher force
Women and the teaching profession is an area
that is particularly pertinent to the education
MDGs and EFA goals. Developing countries are
currently working towards overcoming the dual
challenges of education expansion and universal
provision while ensuring quality and equity. In
the context of countries that have achieved the
goals of Universal Primary Education (UPE) and
gender parity in education, historical analysis
indicates that an influx of women into the teaching
profession has been central to these successes. In
countries where girl child education remains a
challenge, a dearth in female teachers within the
system has been identified as one of the core
barriers to gender parity and equality in
education. The role of women in the teaching
profession in India as in other developing
countries is not without challenges. Under SSA,
several initiatives were put in place to address
the gender issue particularly in rural areas.  The
situation is reversed in urban areas with fewer
men in the teaching force leading to an absence of
male teacher role models for boys. The other side
of the issue are the consequences of a ‘feminized
profession’ leading to a diminishing value of
professional status and identity, and a gendering
across teaching and education management, with
more men occupying high school and  managerial
positions as compared to women.

The areas/questions for discussion, each
covering a large range of issues that come under
this section are as follows:

• challenges of developing gender sensitive
practices in school and sensitising teachers
to issues.

• best practices of women participation in the
teaching profession: An opportunity to scale up

• incentives to promote female participation in
the teaching profession- strengthening
opportunities for women’s participation in
education administration and management.
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-  Public-private partnerships: Innovative
approaches to address the teacher gap
The rapid entry of non-state organizations, some
of which are set up by professionals and others
drawing on corporate profits in the business world
could be regarded as a sign of greater engagement
between the state and non-state sector. In recent
years there have been radical initiatives of multi-
partner engagements in education to bring about
improvements in the quality of schooling by
drawing on the different core competencies of
various providers to work towards programs that
emphasise for example the importance of
innovative textbooks and teaching tools to create
and support an environment of in-service
training. The areas/questions for discussion,
each covering a large range of issues that come
under this section are as follows:

• innovative approaches of NGOs to address
teacher gaps: Learning from experiences

• role of corporate foundations in addressing
the teacher challenge: What are the
challenges and   opportunities?

• exploring new partnerships for advocacy of
the teacher cause: Possibilities of media
engagement

-   Inclusive education for children with special
needs
The Greek philosopher, Aristotle, once said that
“things that are alike should be treated as alike,
whereas things that are unalike should be treated
unalike in proportion to their unalikeness”. The
policy of inclusion in our system underscores the
importance of participation of all children in the
learning processes and activities in school and
even outside school.  It is important to recognize
talent and abilities in children but at the same
time opportunities need to be given to all children
and their strengths need to be identified and
appreciated. Thus, both pre-service and in-service
teacher education programs must respond to the
special needs of children and take  into
consideration the individual needs of all children
including children with disabilities and  learning
difficulties.  Teachers need to be encouraging,
supportive and act as humane facilitators in
teaching-learning situations to enable learners to
discover their talents, realize their physical and
intellectual potentialities to the fullest, and to

develop character and desirable social and
human values to function as responsible citizens.
The areas/questions for discussion, each
covering a large range of issues that come under
this section are as follows:

• the changes in the teacher education
curriculum from the perspective of inclusion
of children with special needs (CWSN) in
education

• identifying practices of effective and
meaningful collaboration amongst staff
members and between teachers and parents,
with NGOs  to promote inclusive education
through collaborative efforts.

• changing role of special educators/resource
teachers in facilitating inclusion of CWSN in
education

The focus will be on international best
practices in teacher development for working
with children with single/multiple disabilities;
sensitising teachers towards child protection
issues as well as developing strategies for
involving the community.

-   Monitoring and Evaluation of Teacher Policy
Reforms
A glaring weakness of existing teacher education
practices is the restricted scope of evaluation of
student teachers and its excessively quantitative
nature. The qualitative angle that takes into
account other professional capacities and
competences like attitudes and values are missing
from evaluation exercises. Furthermore, there is a
lack of sustained evaluation interventions thus
making informed policy decisions difficult. The
main areas/questions for discussions that fall
under this session are as follows:

• designing instruments for assessment and
evaluation: Capturing progress

• developing a scheme for comprehensive and
continuous monitoring and evaluation:
Sustaining momentum

• innovations in monitoring and evaluation:
Strategies to reach the unreached

Draft list of participants
• representatives from the Ministry of Human

Resource Development, Government of India
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• representatives of state governments

• representatives from national NGOs

• representatives of the national civil society
organizations

• representatives of members countries of the
International Task Force for Teachers for EFA

• members of the Steering Committee of the
International Task Force for Teachers for EFA

• representatives of Secretariat of the
International Teacher Task Force for Teachers
for EFA

• representatives of UNESCO (Headquarters,
Delhi Country office)
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Sunita Singh

The Standards Initiative

Abstract

This article describes the Common Core Initiative in the United States
towards development of standards in language and mathematics. The
idea behind development of these standards is to help teachers enhance

students' learning

The recent Common Core initiative in the United
States in 2010 has led to the development of
standards that provide a 'consistent, clear
understanding of what students are expected to
learn, of knowledge'. These standards also present
a global outlook to prepare students at a level that
is analogous to international standards and
incorporates new technologies. According to Hill
(2011), 'Core curriculum standards staircase
growing text complexity, an increased use of
technology for sharing information and concepts,
and a content-rich curriculum which assures

smoother grade-to-grade progression (p. 43).'
An overview of the Common Core for English
Language, Arts and Literacy in History/Social
Studies, Science, and Technical Subjects (K-12)
indicates that they reflect cross-disciplinary
literacy perspective and integration of the skills
of reading, writing, speaking, and listening with
a focus on information texts (Common Core State
Standards Initiative, 2010b). Each of the
foundational skills is linked with a description
of how it is relevant for higher academic purposes.
Table 1 provides a snapshot of comprehension
and collaboration skills that a third grade student
is expected to know.

The standards for mathematics reflect more
focus and coherence- required especially because
standards for mathematics in the United States
were not as rigorous or even comparable to
standards in other high performing countries.
These firstly reflect the National Council of
Teachers of Mathematics standards for 'problem
solving, reasoning and proof, communication,
representation, and connections' (Common Core
State Standards Initiative, 2010c p. 6). Secondly,
they reflect the levels of proficiency spelled out in
the National Research Council’s report Adding It
Up and these include: Adaptive reasoning,
strategic competence, conceptual understanding
(comprehension of mathematical concepts, operations
and relations), procedural fluency (skill in carrying
out procedures flexibly, accurately, efficiently and
appropriately), and productive disposition (habitual
inclination to see mathematics as sensible, useful, and
worthwhile, coupled with a belief in diligence and
one’s own efficacy).

A snapshot from the third grade geometry
section is provided in Table 2.

Table 1

Comprehension and collaboration for grade 3

Engage effectively in a range of collaborative
discussions (one-on-one, in groups, and teacher-
led), with diverse partners, on grade 3 topics and
texts, building on others’ ideas and expressing
their own, clearly.

• Come to discussions prepared, having read
or studied required material; explicitly draw
on that preparation and other information
known about the topic to explore ideas
under discussion.

• Follow agreed-upon rules for discussions
(e.g., gaining the floor in respectful ways,
listening to others with care, speaking one
at a time about the topics and texts under
discussion).

• Ask questions to check understanding of
information presented, stay on topic, and
link their comments to the remarks of others.

• Explain their own ideas and understanding
in light of the discussion.

Source: Common Core State Standards Initiative, 2010b, p. 24.
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Source: Bracken and Crawford, 2010, p. 424

Conceptual
categories

Time/sequence

Conceptual examples

Once, twice
First, second, third
Morning, daytime, evening
Before, after, finished
Never, always
Early, late, next, arriving
Fast, slow
New, old, young, old
Nearly, just, waiting
Days, weeks, months, seasons, years

Sub-domains

Mathematical seriation
Frequency
Natural occurring events
Temporal order of event
Temporal absolutes
Scheduling
Relative age
Temporal nuances
Speed
Larger temporal periods

Table 3

Table 2
Reason with shapes and their attributes,

geometry, grade 3

  • Understand that shapes in different

categories (e.g., rhombuses, rectangles, and
others) may share attributes (e.g., having
four sides), and that the shared attributes
can define a larger category (e.g.,
quadrilaterals). Recognize rhombuses,
rectangles, and squares as examples of
quadrilaterals, and draw examples of
quadrilaterals that do not belong to any of
these subcategories.

 • Partition shapes into parts with equal
areas. Express the area of each part as a
unit fraction of the whole. For example,
partition a shape into 4 parts with equal
area, and describe the area of each part as
1/4 of the area of the shape.

  Source: Common Core State Standards Initiative, 2010c, p. 26

Although the initiative of the common core
standards is well received, they are not without
issues. For example, while the standards are
set, it is not clear to what extent materials used
are consistent with these and how would they
align with the state standards (Porter,
McMaken, Hwang, & Yang, 2011). Further, the
fact that the standards focus on student
learning and not on strategies for teaching,
leaves room for grade level proficiency in
inclusive classrooms for all.

Early childhood
The conceptualization of the fundamental
concepts that teachers can use for systematic
instruction in the early childhood grades is
necessary. Bracken and Crawford (2010) present
a sample for the teaching and learning of such
concepts by categorization into conceptual
categories, subdomains, and provide conceptual
examples of each. An example from one such
category is provided in Table 3.

While content area standards provide
guidelines for content area learning, in early
childhood classrooms, a lot more has to be
considered. Quality early childhood education
can promote the growth of cognitive, linguistic,
physical, social, and emotional development in
children (National Association for Education of
Young Children, 2009). These are crucial for
building a foundation for later academic and
social competence. A clear layout of standards in
terms of their content and the relationship to
future outcomes can lead to greater opportunities
for well rounded development in the early years.
It is critical that the early learning standards
emphasize significant, age appropriate content
and outcomes, are developed and reviewed
through informed, inclusive processes, and use
implementation and assessment that are ethical
and appropriate for young children. These should
be accompanied by strong supports for early
childhood programs, professionals, and families
(National Association for Education of Young
Children, 2002).
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Teachers, especially in the early grades, are
faced with challenges daily as they strive to make
appropriate decisions to select the most effective
strategies that will enhance their students’

learning. These challenges also include
addressing needs of students who do not speak
the language of instruction as their first language
and students with disabilities.
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Jessy Abraham

The Draft National Early Childhood Care and Education Policy

Abstract

This article outlines the provisions of the recently created draft policy on Early
Childhood Care and Education, explores possible linkages and mechanisms for
quality in-service delivery, research and capacity building for ECCE and for

integration of ECCE with the school system

The Ministry of Women and Child Development
has put forward the draft National Early
Childhood Care and Education Policy 2012
which ‘reaffirms the commitment of the
Government of India to provide integrated
services for holistic development of all children,
along the continuum, from the prenatal period
to six years of age.’ The Policy lays down the
way forward for a comprehensive approach
towards ensuring a sound foundation, with
focus on early learning, for every Indian child.
This is one of the most crucial policies for our
country, especially when we have 158.7 million
children in the 0-6 years age group (Census
2011) and there are less than 12 ECCE centres
for every 1000 population (Kaul and Sankar,
2009).

India has made several commitments
towards ECCE on global platforms and is
signatory to  Millennium Development Goals
(MDG) wherein five of the eight goals pertain to
health, nutrition, and education of the young
child. The Convention on the Rights of the Child
(CRC 1989) views ECCE as the first goal to be
achieved, since ‘learning begins at birth’ and to
provide assistance to parents and legal guardians
in their child rearing responsibilities. The Dakar
Framework for Action (2000) and Moscow
Framework for Action (2010)  reaffirmed India's
commitment to ECCE.  As ECCE is outside the
purview of the Right to Education (RtE 2009), it is
appropriate to formulate a policy on ECCE.
Similar to the national policy on education which
resulted in programs and allocation of funds for
education, this policy on ECCE is to provide
guidelines and future directions to all
developments in the area of ECCE. The Policy has
five sections namely:

• ECCE : The context including the preamble,

social policy and program;

• ECCE: The definition;

• Policy vision and objectives;

• Policy focus area;

• Implementation.

According to the preamble, the  first six years
of life, referred to as early childhood, are
acknowledged as the most crucial period, when
the rate of development is very high and
foundations are laid for cumulative, lifelong
learning and human development. Therefore, it
becomes imperative to accord priority attention
to ECCE and invest adequately in it by providing
commensurate resources. This understanding of
ECCE may guide us in our efforts to achieve MDG
goals. The Policy rightly recognizes the traditional
practices  of child rearing, which stimulated
development  and were shared and passed on
from one generation to another. The changes in
the family as well as social context and the
globally emerging realization of the importance
of the early years is all given its due importance.
In India, we have diverse cultural and language
contexts and the Policy should recognise that as
well. India has a wealth of traditional practices
in ECCE that date back almost 5000 years but these
initiatives started being documented formally
only in the latter half of the nineteenth century.
The early pioneers of the movement were Gijubhai
Badheka, Tarabai Modak, Maria Montessori,and
several others. The writings of great Indian
educational thinkers such as Mahatma Gandhi,
Rabindranath Tagore, and Zakir Hussain have
also drawn attention to this important aspect of
education in the formative years of a child’s life.
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At the time of independence, the need for
preschool education was primarily fulfilled by
voluntary organisations and/or private
institutions. The recognition of ECCE as a sector,
which is represented by people having wide range
of qualifications including no qualification,
matric, diploma in nursery teacher training, B.Ed.
nursery and child development professionals, is
also a context of this policy. ECCE services,
delivered through public, private and non-
governmental channels, are taken into the
program context. There is a need for better
coordination within government departments,
within government management teams, state and
local level partners and private initiatives for
ECCE.  The Policy rightly emphasizes the need
for  a database covering facilities available, the
actual number of children attending, ECCE
provisions and their breakup as per delivery of
services, type of services, including those covered
by the private sector etc. Another important aspect
of the Policy is that need for standards of quality
for non-formal pre-school, education and
inadequate understanding of the concept of ECCE,
philosophy and importance of ECCE among all
stakeholders were also taken into account.

The Policy has been put forward to initiate
reforms, measures and corrective actions. ECCE
refers to programs and provisions for children from
prenatal to six years of age and caters to needs of a
child in all domains of development i.e. physical,
motor, language, cognitive, socio- emotional, and
creative and aesthetic appreciation; and ensures
synergy with health and nutrition aspects. This
would cover developmental priorities for each sub
stage within the continuum, i.e. care, early
stimulation/interaction needs for children below
3 years, developmentally appropriate preschool
education for 3 to 6 year olds, and a more structured
and planned school readiness component for 5 to
6 year olds. The definition could include the term
'center based' and thus limit the coverage of the
program, otherwise even households will need
to be covered.  In the present economic scenario of
our country, even if we are able to cover center
based ECCE programs of anganwadis , crèches, play
groups/schools, preschools, nursery schools,
kindergartens, preparatory schools, balwadis, it
should satisfy our goals. There could be a
possibility of dividing the group of prenatal to 6

year old into two groups, one below 3 years, who
need more caring and related services, and the
second consisting of 3 to 5 year olds as pre-primary
level group with the focus on not only all round
development but also readiness for the primary
education.

The vision of the Policy is to promote inclusive,
equitable and contextualised opportunities for
promoting optimal development and active
learning capacity of all children below 6 years of
age. It envisages pathways for a successful and
smooth transition from care and education
provided at home to centre based ECCE and
thereafter to school-age provision, by facilitating
an enabling environment through appropriate
systems, processes and provisions across the
country. Vision for under 3 year olds and 3 to 5
year olds could give more clarity. The principles
informing this policy are universal access, equity
and quality in ECCE and strengthening capacity.
Though the decision to universalize the provision
of ECCE for all children, mainly through
Integrated Child Development Services (ICDS) in
public sector and other service provisions across
systems, will definitely help the ECCE sector, it
will be better to include elementary schools too
wherever possible. Many people have pointed out
that education component has been left out in the
Policy and anganwadi centres (AWCs) or crèches
when attached to primary schools will perform
better. Community based and NGO based models
should be experimented and promoted. The ECCE
sector should be given due emphasis by providing
health services to schools, and counselling
services for parents. This linkage when built up,
will ensure school retention. If different efforts are
taken up in isolation, the child will not get
maximum benefit.

Developmentally appropriate practices  in
alignment with basic quality standards and
specifications  and regulatory framework for ECCE
could offer equity by ensuring basic quality inputs
and outcomes, across all service providers and
sectors undertaking such services. The goal is to
implement all this within a period of five years.

Quality of ICDS and other related training
institutes  including child development resource
centres in National Institute of Public Cooperation
and Child Development (NIPCCD), regional
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centres with mandates for operating helplines,
counselling centres, capacity development
centres, assessment centres and advocacy hubs
will also be upgraded. While it is good to involve
NIPCCD and also ICDS centres, at the same time
involvement of the Home Science colleges and
human development professionals could also be
explored. There are many universities with child
development centres and they should be tapped
as resources for strengthening and capacity
building programs of ECCE workers at different
levels. A sound system for data collection/
generation and information management needs
to  be established across the country with the use
of information technology which will allow for
regular compilation and analysis of the data on
ECCE. Though ICDS has its own monitoring
mechanisms, involving the community and
parents of children, after giving them training, is
needed. Research, evaluation and innovation are
not possible without funding; if more funds are
made available and if higher education
institutions get involved it could lead to better
quality research, evaluation and documentation.
If pre-primary is made a compulsory part of primary
schools, both the monitoring and the research will
be taken care of by the primary schools and
education departments provided they are given
orientation and training for the same.

A major deterrent to ensuring the right kind
of ECCE is the lack of understanding of
developmentally appropriate ECCE among the

parents and other stakeholders. In order to
address this deficit, the Policy suggests extensive
use of media, including folk, print and electronic
media, to reach out to parents, caregivers,
professionals and the larger community to create
awareness. Parent and community outreach
programs will be strengthened to establish
collaborative, care providing relationships. The
institutional mechanism to ensure coordination
is through National and State ECCE Councils. At
present more funds are spent by the states and
very less amount is being spent by the center on
ECCE. If the government really  wants to reaffirm
its commitment,  the central funding for ECCE
should increase further and give space to children
below 5 also in the elementary school. The
implementation of the new policy will be reviewed
every five years. Periodic appraisals will also be
made to assess progress of implementation and
make mid-course corrections, if and when
required.

Conclusion
The policy and its implementation is a much
needed initiative  and the Ministry of Women and
Child Development needs to be appreciated. The
policy focuses on making ICDS universal. The
Ministry of MHRD should also be involved in
this policy and be given the opportunity to
integrate school education with ECCE. The RtE
Act could be amended to include the 0-6 age
group, thus completing our commitment to
children.
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Abbreviations

AWC : Anganwadi Centre

B.Ed. : Bachelor of Education

B.El.Ed. : Bachelor of Elementary Education

BA : Bachelor of Arts

BEO : Block Education Officer

BRC : Block Resource Centre

CHE : Council on Higher Education

CM : Carrera Magisterial

CPD : Continuous Professional Development

CRC : Cluster Resource Centre

CRC : Convetion on the Rights of the Child

CTE : College of Teacher Education

CWSN : Children with Special Needs

D.Ed. : Diploma in Education

DEO : District Education Officer

DIET : District Institute of Education and Training

DISE : District Information System for Education

DPEP : District Primary Education Program

ECCE : Early Childhood Care and Education

EDI : EFA Development Index

EFA : Education for All

EVS : Environmental Studies

GDP : Gross Domestic Product

HLG : High Level Group

IASE : Institute of Advanced Studies in Education

ICDS : Integrated Child Development Services

ICEE : ICICI Centre for Elementary Education

ICT : Information Communication Technology

ITP : Initial Teacher Preparation

M.Ed. : Master of Education

MCQ : Multiple Choice Question

MDG : Millennium Development Goals

MHRD : Ministry of Human Resource Development

NCERT : National Council for Educational Research and Training

NCF : National Curriculum Framework

NCFTE : National Curriculum Framework for Teacher Education

NGO : Non Government Organization

NIPCCD : National Institute of Public Cooperation and Child Development



NPDE : National Professional Diploma in Education

NUEPA : National University of Educational Planning and Administration

ODL : Open and Distance Learning

OECD : Organization for Economic Cooperation and Development

OMR : Optical Mark Recognition

OoS : Out-of-School

PDS : Public Distribution System

Ph.D. : Doctor of Philosophy

PISA : Program for International Student Assessment

PTC : Primary Teaching Certificate

PTR : Pupil-Teacher Ratio

QEP : Quality Education Program

RBC : Residential Bridge Course

RMSA : Rashtriya Madhyamik Shiksha Abiyan

RtE : Right to Education

SC : Scheduled Caste

SCERT : State Council of Educational Research and Training

SGB : School Governing Body

SMC : School Management Committee

SSA : Sarva Shiksha Abhiyan

ST : Scheduled Tribe

STC : School Teaching Certificate

UEE : Universalization of Elementary Education

UNESCO : United Nations Educational, Scientific and Cultural Organization

UNICEF : United Nations International Children’s Emergency Fund

UPE : Universalization of Primary Education






