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FOREWORD

Universalisation of primary education invoives, aiong with universal access to

sctloois, an improve(i and constantiy improving quaiity of the teactiing iearning
process. Among the many interventions undertaken in DPEP for quaiity
enhancement, such as competency and activity based textt)ooizs, extensive
teacher training and many others, is tiqe establishment of sub-district resource
centres at the cluster and block level. These centres have played a critical role in
disseminating new ideas in pe(iagogy and also in (ieveioping them further.

The establishment and (ieveiopment of sub-district or local resource centres has
in itself been a Ctlaiienging task. The centres need to be vit)rantiy functional
and reach out to the schools with interventions of higtx quaiity. These centres
have to evolve activities and processes that are need based and induce quaiity.
Some states in DPEP have succeeded in evoiving resource centres that have
become the hub of academic activity in the area and have contributed
signiticantly to the improvement of the quaiity of the classroom transactions.
This success is worth sharing, particuiariy for emulation and iearning. We have,
consequent]y, conducted case studies of some of such centres in five states i.e.
Assam, Bihar, Karnataka, Kerala and Ma(itlya Pradesh.

This document is a synttlesis of these case studies. It attempts to illustrate
some of the processes undertaken tJy these centres and also to anaiyse how these
processes have come about i.e. what has enabled these centres to become as
productive as ttiey are.

We tlope that this document will throw tigtit on the potential of the resource
centres as well as what makes it possi]oie for these centres to function ettectively.
We also tlope that it will su]nsequentty inform poticy formulation in ptiase-I
states which are pianning for sustainat)iiity and in ptlase-H states which are still

cieveioping these centres.

L,,,_J\»ﬁ/

R.S. Pandey
Jaint Secretary (DPEP)
Department of E(iucation,

Ministry of Human Resource Development
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INTRODUCTION

WHY THIS DOCUMENT?

lock and cluster resource centres have been established in DPEP for extending

academic support to teachers through school visits, teacher training, material

preparation, discussion of speciﬁc pro]olems at monthly meetings etc. Though the idea
of resource centres for teachers in the form of school complexes has existed for some time in
government as well as the NGO sector and found place in the POA 1992, the actual /arge
scale operationa/isation o][ grassroot academic resource centres has been an exciting Jeve/opment in
DPEP. These structures have supported the overall pedagogical reform that the programme
has triggered and have played a central role in helping the teachers in bringing about
necessary cl’langes in the classrooms processes. Regular school visits by CRC coordinators
and monthly meetings of teachers have indeed made a very special contribution.
Though these resource centres have been established in all DPEP districts, tlley are at
different stages of clevelopment and there are significant variations in their activities. In
some states steps have heen taken for effective school visits, academic discussions in montl'lly
meetings, documentation of folklore and its use in classrooms, establishment of maths lab,
developing libraries etc. In some otllers, these structures have taken up roles that are
more administrative and supervisory in nature. Sifnilarly, the degree of community
involvement in {unctioning of these institutions varies, as does the level of their
autonomy. These emerging institutions vary consideral)ly in their focus, structure,
activities and their role in the school system across states. Some practices appear to be
more rewarding than others.
The experiences in national and state worlzshops has shown that sharing of ideas,
activities and experiences among different groups of people enriches all. Consequently it
was felt that states would benefit a great deal from a sharing of the varying practices and
experiences at local resource centres all over the country, speciaHy the experiences, where
the resource centres have met with some success. Many practices that have emerged are
wortl'ly of emulation, and can indeed be replicated. The creation of a "goocl" resource
centre is not a matter of accident to. be left to cl'lance, but a practice that can be fostered
systematicaﬂy.
We clecided, therefore, to document the relatively more successful activities at the block and
cluster resource centres in ﬁve states namely Assam, Bilzar, Karnata/ea, Kerala and Marﬂzya
Pradesh. Except Bihar all others are phase [ states where the programme has been underway for
over 3 years. In Bihar, the Bihar Education Project (BEP) has been active for a fair]y 1011g time.
Thus in the resource centres stu&ied, the duration of their functioning has been long enough to
allow for experimentation and leaming. Moreover, we have concentrated only on some of those
areas where such experimentation and 1earning appears to have taken place, and our preliminary

interaction provi(led sufficient evidence of grassroot level constructive activities.



Based on carefuuy collected observations from the above five states, this synthesis
document aims to provicle glimpses of the activities that have been initiated By the
resource centres and to identi{:y the necessary conditions for their replication. Speci{:icaﬂy

it intends to:

® compile a resource pool of various processes that have been initiated through these
structures;

® highlight the potential of the block and cluster resource centres in provicling academic
support to teachers;

o facilitate cross state Sllaring i.e. 1earning and transfer of positive experiences;

® identi£y 12ey indicators which contribute towards ma]zing the resource centres functional
and effective;

® bring out the factors that limit the effectiveness of the processes identified in providing
academic support to teachers and

® suggest a possil)le way forward.

DOCUMENTATION PROCESS
[ e

In each of the five states mentioned above at Jeast two block resource centres and four
cluster resource centres were studied in depth (See Annexure 1). Resource Centres known
to be active and functional were selected with the help of the state project office. Wherever
possilole a visit to a not so successful BRC was also made for comparison and to
understand what made a resource centre special.

Through a detailed case stua’y of each resource centre selected an attempt was made to
understand and document the genesis, structure, processes initiated till date and factors
aﬁecting the {:unctioning of the centre. At each centre the focus was to understand the

{:ollowing aspects:

® human resource at the centre, the recruitment policy, capacity Building and individual
motivation of coordinators

° in{:rastructure, {acilities, nature of ]aooles, reading material available at the centre

® nature of school visits, and monthly meetings and other processes initiated l)y the

centre

These case studies did not explore teacher training activities in detail, as these have already
been the su})ject of much study and discussion. They concentrated insteacl, on academic
support activities other than teacher training. All the investigators were called for a

briefing meeting before field visits.



During the field visit the investigator visited:

SPO, SCERT and SRG

DPOs, DRGs and DIETs

BRCs and block resource groups

CRCs

Schools (to interact with teachers and children)
Concerned NGOs

Efforts were made to attend the monthly meetings of the teachers at the CRC and the
meeting of CRC coordinators at the BRC. Informal discussions at SPO, DPO, DIET and
visits to schools with the coordinators, attencling monthly meetings at cluster and block level
helped to document in detail the nature of onsite support extended to teachers. Review of
available literature and records of last four to five months at the resource centres was also
undertaken. De]oriefing meetings after field visits were organisecl and a detailed report was
submitted by each investigator.

Some of these reports were shared with all the DPEP states in a national worlzsllop to
ic]entlfy strategies for strengtlzening block and cluster resource centres. Sharing experiences of
these states by state representatives as well as the researchers and resource persons helped in
understanding the emerging issues. We intend to continue this process of sharing and
learning in the future through state level worlzshops and by circulating this document to all
the states. Hopefuﬂy, these efforts will lead to the clevelopment of resource centres

@ which can become the hub of academic activity in primary schools;

@ which can be used })y the teachers to refer to different types of materials, ]:)oolzs, journals
on education;

OWhere regular seminars, de})ates can be organised on need based issues, Where teachers can
learn from resource persons and each other;

® where teachers in groups can sit and clevelop new materials and activities whenever they feel

the need even beyond the prescri]oecl meetings.



EYOLUTION OF
LOCAL RESOURCE CENTRES

he visualisation and establishment of resource centres at the block and cluster level in

DPEP has meant that

® a forum is created where teachers come together to discuss classroom related issues usuaHy
in mon’thly meetings;

® arrangements are made for a resource person to make school visits to discuss academic
issues and advise the teacher;

® an academic resource centre, ideally with relevant books, teaching 1earning materials,
facilities for training etc. is created close to the school, reaclily accessible to the teachers;

and
o efforts are directed to bridge the gap between the community and the school.

Within the above framework of academic support for the teacller, cluster and block resource
centres have evolved dif{erently in each state depending upon the specific need and the
existing pe(lagogical vision. A scrutiny of the evolution of these structures in the five states,

Assam, Bihar, Karnataka, Ma(ﬂzya Pradesh and Kerala, where this case study was based, provides
rich insights.

THE EMERGING ROLES

The structure, roles and functions of the block and cluster resource centres in the five states
seem to have emergecl mainly in response to the vision of the overall pedagogica/ renewal process
in each state. Though each state engagecl itself in all the aspects of pedagogical renewal,
inclucling teacher training, textbook renewal, evaluation, TLM development etc., each state
had a c]i]%rent ][ocus determined Z)y its context and vision which in turn inﬂuenced the evolution o][ its
sub district institutions.

Bihar and Karnataka for example gave special importance to teacher training. Not surprisingly,
the block and cluster resource centres are 1arge1y engage& in training teachers through
training paclzages, developed by the state resource groups.

In Assam it seems that the interaction hetween the school and community became the most
important aspect of the peclagogical renewal process. Consequently, the block and cluster
resource centres, in addition to doing a variety of other things like developing materials and
activities became sites for clynamic interaction among the teachers, resource persons and the

community.

In Macﬂzya Prac]eslz cluster resource centres were establishecl as a part of tl'le "Seelehna—Si_lzhana



pacleage" a classroom transaction methoclology that embraced textlaoolzs, teacher training and
academic resource support at the cluster. Over time however, the cluster resource centres
evolved as supportive to the new pedagogy, organising training, conducting school visits and
cluster meetings, and also aided DPEP implementation in major ways, undertalzing diverse
tasks. The block resource centres in Maclhya Pradesh remained as programme
implementation units.

In Kerala the focus of the pedagogic renewal process was from the very beginning on a
participatory and interactive dialogue among teachers, resource persomns and the community
on all pea]agogica/ aspects. All innovative initiatives in the different aspects of the pedagogical
renewal process including textbook writing, teachers training, evaluation were subsumed and
fed l)y this constant dialogue, feedback from classroom practices and needs of children and
teachers. Bven when the ][irst set of materials and training were p/anned cen,tra//y their
imp/ementation and sulasequent moallﬁcation was a local alia/ogica/ process. The resource centres
playecl a laey role in this clialogue and in facilitating the process of c}lange in the field. They

have consequently become sites for this discourse, as we shall see.

EVOLVING INSTITUTIONS

Tllougll the role of resource centres is closely linked to the pedagogical vision of the state,
once established, these structures have at times gone heyoncl that vision and have acquired

roles and functions that were not hitherto visualized. For example in Kerala,

the original concept of a resource centre did not include a resource reference library for the
teachers at the block level. But over a period of time the teachers and trainers began to

feel the need to consult hooks. The state office in response to this emerging need supplied
books worth Rs. 10,000 to each BRC.

Similarly in Karnataka, the resource persons at the BRC say

"So far we have spent a lot of time in implementing the programme of the state. Now we
need to chalk out our own strategies"
"The BRC should become a resource centre that can cater to the needs of the teachers and
the children. The training should be based on local needs. The centre should be a place

"

where teachers can access velevant materials and magazines ......
"We need to gpend more time on school visits".

The vision of these institutions in a]iﬁ[erent states may need to be reviewed and renewed on the
basis of the fe/t needs and the f’eea%ack received. It is important that po/icy decisions match these

emerging needs to faci/itate a functiona/anc] meaningfu/ institution.




THE STRUCTURE TODAY

R

As the roles and functions of these centres evolved in tune with the peclagogical vision and
local needs, the structural patterns in each state emerged in response to the varied roles to be
performed‘ Let us take a closer look at the structural variation i.e. in terms of personnel in

these five states.

Comparative Picture of the Resource Personnel at the Centres in the Five States

States Block Resource Centre Cluster Resource Centre

Assam ® The Block resource centre coordinator ® Cluster resource centre coordinator
@ Assistant block resource centre

coordinator

Bihar @ 3 resource persons {RPs) identified throug}l ® School Samanvayalz
the training programme for a period of 1 ® Sankul pra]jhari
year. 3 other RPs are also identified as (These are the CRC coordinator

back up arrangement : and academic coordinator)
(not full time staff-additional charge)

Karnataka ® 1 bloch resource centre coordinator and five] ® CRC coordinator

resource persons (sul)ject experts)

Kerala ® 1 block resource centre coordinator ® CRC coordinator (not full time)
® | academic coordinator (DIET member)
@ 15-17 trainers (depending upon the

number o{ clusters)

M.P. ® 1 BRC coordinator ® Cluster resource centre head (not full time)

@ Cluster academic coordinator

In both Bihar and Karnataka where teacher training is

a major activity, a strong team of trainers is located at the block resource centre. However, it
is interesting to see the variation in these teams in the two states.

In Bihar a team of resource persons for the block and the centre school are identified
through training programmes. These BRC and CRC teams function only for limited periocls
(usuaﬂy 1 year) and are later repatriated to their schools. The idea underlying this practise is
to provide opportunities to more and more teachers to become trainers, tl'lere})y enhancing
their understan(ling, confidence and teaching competence. After the block level training
programme the teachers come toget}ler every month at the cluster school for the cluster level
enrichment session. The monthly meetings in Bihar are thus an extension of the training

programme.



In contrast to BiZzar, in Karnataka a team of five resource persons and the BRC coorclinator is
identified l)y the DPO and trained to conduct teacher training. The cluster resource centre has
been converted into a maths lab* where a kit of materials and activities developed }oy an
NGO called Suvidya is lzept. All coordinators have been trained to use this kit. Tl’lougl'l
the mandate of the block resource centres is mainly teacher training, sometimes on their
own initiative resource persons organise other programmes for the block also.

In Maaﬂzya Pradesh the centres function as programme implementa’cion structures, performing
academic as well as administrative roles. At the moment in Madlzya Pradesh there is one
coordinator at the BRC and two coordinators at the CRC (a full time academic coordinator and
a part time cluster resource centre head who is the head master of the centre school).
The BRC has not been developed as an academic structure and does not have a team of
resource persons. However in the NGO supporte(l block there is a field centre equippe(l
with li]orary }ooolzs, journals, discussion papers etc. Also at the centre there are 6-7 field
workers fully involved in fo”ow—up activities like monthly meetings, school visits, material
development, training etc. This centre gives academic assistance to the BRC.

In Assam there are as two coordinators at the block and one at the cluster level. However
compared to Maa”'zya Pradesh, Assam has an added advantage of having block and cluster
resource teams™ which assist the centres in performing the academic and non-academic
functions. In Assam these centres have emerged as resource institutions which play a
critical role in eliciting community support for academic and non academic activities.
These community linked activities may range from clocumenting folklore and flora &
fauna, to mobilising funds to build a road (to reach the SCl’lOOl) and to developing a 1earning
corner at the centre with their l’lelp. These institutions seem to participate in the overall
development of the cluster / block. These centres have also organised TLM worlzshops,
mela's, excursion tours for children as and when required. Some BRCs also ]oring out a
newsletter.

In comparison to other states, resource centres in Kerala are structurally very different.
Instead of one or two coordinators and subject experts, the BRC coordinator is supporte(l
}oy 15-17 trainers (depending upon the number of clus‘cers) and an academic coordinator
who is a DIET faculty member but is stationed at the BRC. Other than providing regular
support throug}l school visits, the trainers in Kerala frequently refer to reading material for

developing activities for transaction of curriculum and for answering some mind boggling

* Materials provided by Suvidya are kept in the Maths lab. These are shared as a part of the ongoing training programme 6
days) for teachers at BRC. Specifically multiple uses of material and their production are discussed in detail during training.

**Cluster Level Resource Group (CLRG) is constituted of village volunteers (2 per VEC). The members of this resource group
make school visits and help the teacher in TLM preparation. Each volunteer get Rs. 30/- per school visit.

**Block resource group in Assam is mainly constituted of retired teachers and experienced resource persons from NGOs.
Members of this group make regular school visits (at least 10 every month) and attend monthly meetings at the cluster, block
and district fevel. They not only extend support to the teachers but also help the BRC in organising seminars and workshops
as per the need. Each BRG member is paid Rs. 50/- per visit.



questions raised Ly children. Though the community 1in12ages with centres in Kerala are not
as strong as in the case of Assam efforts have been to made in this direction. In Kerala, the
BRC trainers often attend PTA / MTA meetings and share the teaching strategies acloptecl
in the classrooms. Parents have also started participating in teacher training programmes.
Recently a booklet has been clevelopecl to create awareness about the new approaches to
teaching. Some BRCs have also assisted in the planning of the Block Education Project.

‘ —
I t needs to be emphasised that these block and cluster vesource centves have not emerged as
isolated entities. Their structures and functions have evolved in a certain context of
pedagogic renewal. They have borrowed heavily from the larger process, often veflecting
the state specific vision of primary school pedagogy. These are link structures in the whole
pedagogical intervention strategy. How they develop will influence very strongly how well and
deeply the pedagogical interventions will take root. Lurther, they have the potential to become

sites where the pedagogical processes initiated can evolve further,

e

—



SUPPORT TO TEACHERS

i'iougii each state has co_nceptuaiise(i support to the teacher dii;ferentiy based on its

overall peciagogic vision and local needs, teacher training followed ]:)y extension of

support through school visits and monthiy meetings seem to have emerge(i as critical
grassroot academic support mechanisms in all the five states. In this section we will take a
closer look at these support processes. While school visits and meetings have been scrutinised
in greater detail, the documentation of teacher training is more limited in scope since
teacher training as a process has aiready been gxtensiveiy examined in other studies. Here we

will discuss oniy the contribution of resource centres to teacher training.

TEACHER TRAINING
R
In all the five states block and cluster resource centres are piaying a critical role in the

conceptuaiisation, conduct and organisation of the teacher training programmes. In Assam,
Kerala and Madlzya Pradesh these centres undertake teacher training at reguiar intervals

» ’tilrougi'iout the year. Efforts are made to organise these training programmes (iuring
i'ioii(iays, so that school functioning is not (iisrupteci. However (iuring the teaci'iing period
feedéac/e is collected ti'irougi'i reguiar school visits and montiliy meetings and it is this
feedback which forms the basis of the next training programme. On the other i'ian(i, in Bihar
and Karnataka, the BRC functions mainiy as a training centre througi'iout the year, organising

training programmes 20 days a month.

In Bihar the block resource centre is essentially seen as a teacher training centre,
organising training programmes for teachers 20 days a month throughout the year. Once a
month training at the CRC is seen as an extension of this 10 days' block level training
_programme. This 10 days' motivational training programme called Ujala at BRC aims to
help the teacher analyse his role in the society and to equip him to take up improved
teaching methods centred around active learning processes and a child-centred ‘pedagogy.
The basic approach ar all levels seems to be to demonstrate how specific areas/hard-spots
from the contents of the textbooks are effectively handled in mock-classrooms, involving

}afenty of role-play.

Thougil this study did not tackle teacher training as an activity in (ietaii, the case studies
revealed some positive and critical ci'ianges that took piace in the teacher training programmes

with the coming up of resource centres. Let us ]:)rieﬂy examine these cilanges

CREATING A SPACE

In the past teacher training was mainiy the responsibility of DIETs. The training pacizages or
modules deveioped at the national or state level were conducted at the district level. In the



case of mass teacher training programmes like SOPT and PMOST, block level training
venues came into the picture. However these remained sporadic and temporary. It was only
when the block and cluster resource centres were established in DPEP, that a systematic
effort was made to conduct teacher training programmes at the block level. [n][rastructure and

][aci/ities were proviclecl at these centres to facilitate this process.

In Karnataka, the block resource centre has an office room for the BRC coordinator and a
training hall for conducting teacher training. Separate dormitories are provided for ladies
and gents which makes it possible to conduct residential training programmes. Toilet and
drinking water facilities are also provided. Books, photocopier, OHP, TV/VCR etc are
readily available for use.

Such infrastructure, available close to the teachers has made possil)le frequent residential and

well conducted training programmes.

RESDURCE TEAMS OF TEACHERS

Never before were teachers involved on such a 1arge scale in the conceptualisation and
conduct of teacher training programmes. But now BRC-CRC coordinators and other
identified resource teachers are trained as master trainers to conduct training programmes.
In all the five states identified teachers have been consistently involved in the

conceptualisa‘tion and implementation of teacher training programmes.

In Bihar all teachers from a cluster come together for the training programme. It is from
these teachers that the resource persons for the block are selected for a period of one year,
after which they go back to their schools. Because of this practice more and more teachers
get the opportunity to function as teacher-trainers which is likely to enhance their own
um{erstanafing, cmgfit{ence and teaching competence.

QD UALITATIVE CHANGES IN TEACHER TRAINING

The shift in teacher training from the district to the block has not'only brought the trainers
closer to the teachers but has also led to a qua/itative change in the training programmes. A
space has been created for experimentation in the field followed l)y reflection and revision in

strategies. Kerala's Kinginleéoottom training programme is a case in point.

A hands on teacher training programme call Kinginkkoottom was organised in May 98.
The 16 day children's camp was closely linked to the ongoing five-day in-service training
_programme for teachers organised at the BRC. The teachers during this five day training
_programme identified common classroom difficulties and collectively formulated classroom
strategies for team teaching, facilitating group activities with peer learning, designing

10



classroom activities to address the multi-grade/multi leve( situations, devioping small
_projects for children, organising field trips and so on. Immediately after this five day
interaction at the block, these strategies were tried out in the classrooms by teachers and
trainers together. '

The traditional teacher training pacleages were highly structured and rigicl in terms of both
content and form. In the absence of a c]ialogue between expert and teachers the possibility
of modifying these teacher training pacleages was extremely limited. The local resource
centres have made possible for the form and content of teacher training programmes to be
highly flexible. For example, if the bloch or cluster level teachers feel that they need to
focus on mathematics in a particular grade or on special disability children ’c}ley can always
design the teacher training programme in such a way that it addresses the specific issue that
they have to handle. Such need based training programmes have been organised especia”y in

Assam and Kerala. Let us see what a trainee teacher from Kerala has to say:

"...1 was skeptical as I approached the training centre. I was quite sure that this was
going to be just another one of those in-service programmes. But what DPEP gave us
was certainly a very different experience from what we had gone through earfier. As I
got inside the training centre, the first thing that caught my attention was the
arrangement of the chairs in a circle. It was clear that this was going to be something
different. The very first grouping itself was quite interesting. The haste with which we
quickly introduced ourselves to the other members in the group- believing that this group
was going to be constant - was proved fruitless when we went through several grouping
activities which were effective and quite interesting. Through this we could get to know
every one of the participating teachers in the programme. The various wake-up activities
that we participated in certainly succeeded in working up the sleeping minds in every
one of us...
We understood a very important thing right on the first day: that the most effective
learning takes place through experiences. The fact that the child looks at the world
holistically and with a lot of imagination was presented to us using the object which
every child dreads: the cane! The infinite possibilities of imagination was slowly
unraveled to us as the cane took on various shapes ... ranging from a sleeping baby to a
fishing rod] The activity that we participated in - to understand that anything in the
environment could be used for creating learning experiences - was really good. As we
started framing questions in the object identification activity we realised how difficult it
is to frame questions. The basic elements of a good learning activity gradually
emerged. "

E.P. Sairabanu, school teacher, Palakkad district, Kerala.

.

11



AN ONGOING PROCESS

Before local centres emerged teacher training had been either a once in a life time
activity or available, in more recent times, every 3 to 4 years to a particular teacher. In
DPEP however, the establishment of the local resource centres has created a potential for
need based recurrent training programmes. For instance, in Karnataka teachers have been
exposecl to a series of training programmes on different issues ranging from MLL,
activity based pedagogy, film based training on thematic issues to Gender, IED and VEC
training. One sees similar experiences in the other four states also.

Moreover, these training programmes are not an isolated input but are part of a
continuous process. The BRC/CRC coordinators as trainers Conceptualise new ideas, and
share them with teachers in the training programme. Then ’chrough school visits t}ley
help teachers in trying out these new ideas in the classrooms. These experiences are then
shared lay teachers in the monthly meetings. [t is this dialogue, generated through school

visits and monthly meetings, wllich {:orms ’c}le l)asis of the next training programme.

In Kerala after the introduction of the new textbooks with activity based pedagoqy,
field visit by trainers revealed the problems beiny faced by teachers in implementing
the integrated new language approach. This feed back was shared by the trainers in
the state resource group. Based on the feedback the next training programme focussed
on this emerging issue of integration. Further interaction with teachers during school
visits and monthly meetings revealed that, "with changes in the teaching learning
_process the evaluation system needs to correspondingly change". The whole issue of
evaluation was then addressed in a series of state level workshops in which identified
teachers and BRC trainers also participated. A new technique of evaluation and
grading was then developed after trialling a series of activities in the field. Teachers
were trained and evaluation tools were developed by them in the CRC meetings.

&
( i he cveation of grassvoot resource centres has inevitably given a new dimension to

the content and form of teacher training. The centralised and top to bottom modules
are no longer relevant and the teacher training programmes ave driven by the experiences
and needs of local teachers. Vlow they cannot but addvess the immediate problems of
classvoom transaction and be participatory in nature. This process generally involves
rewriting and reinterpreting several texts and devising either completely new activities or
considerably modifying old ones. The teacher herself is actively mvolved in the process of
teacher training. The centres have also helped to make teacher training a continuous
process rather than a one time event. The fact that the centres provide a space for
discussion, libvaries, consultation, feedback, shaving etc has created a new potential for

training.

12



SCHOOL VISITS

School visits Ly the resource persons at the block and cluster level have indeed emerged as
important means of extending support to the teacher and implemen’ting the pedagogical
vision. However the nature and frequency of visits Ly the two functionaries differ and have

therefore been discussed separa’tely.

VISIT BY THE CRC COORDINATORS

In both Assam and Maa%ya Pradesh the CRC coordinators (*academic coordinator in case of
Mad]qya Prades}z) visit 10-12 schools in a month. During the visit they spend the entire day in
the school. However there are subtle differences in the nature of visits made by the coordinators
in these two states. In Assam the focus is on demonstration classes and discussing need
based issues identified during the visit or in the mon’thly meeting. [n Macﬂzya Pradesh in
addition to academic discussion with teachers, some of the major tasks of the cluster
academic coordinators include checlzing of classwise targets fixed in the monthly meeting,
engaging a teacherless class, holding joint meetings with teachers and head masters,
collection of data and dissemination of information (mid clay meal, enrollment etc).

In Bihar and Karnataka the frequency of school visits L)y CRC co-ordinators is very low. In
Bihar, the CRC coordinator ]oeing a full time teacher (responsil)ility of CRC is an additional
charge) is unable to undertake school visits. In Karnataka though the CRC coordinator is a
full time appointee he finds it difficult to provicle sustained inputs through school visits,
mainly due to a large number of schools(25-45) in the cluster.

The CRC coordinator expressed his concern about the number of schools in a cluster:

"The geographical division is not proper. The number of schools on an average is high. The

lowest in our block is 17, and it goes up to 40 per cluster. In the neighboring Srirangapatna

Taluk, I have heard that one cluster has 45 schools! In such situation, how can we be

expected to visit all the schools reqularly and provide continuous support to the teachers?"
Nagaraj, CRC Coordinator, Malavalli, Mandya Dist., Karnataka

Ini’tially in Karnataka school visits by the CRC coordinator were supervisory in nature, but
with increased interaction with the BRC team of trainers a greater clarity on the academic
support needed emerged. Consequently, there has been a shift from supervision to observation
and interaction.

In hoth Karnataka and Bihar regular academic support through school visits is emerging as a
perceivecl need. In Bihar, in response to this emerging need for onsite support, schools were
graded and those requiring more attention were attached to the block resource persons
(de’tails in the next section). Some cluster level efforts were also made to overcome the problem

of erratic school visits.
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During the meeting at CRC the issue under discussion was the inability of the coordinator
to make reqular school visits. As a solution it was then proposed that every month 4-5
teachers will form a group and visit schools to provide support. Women too decided to
_participate in this activity. After discussion with the block education officer it was decided
that teachers from schools with a staff of more than 1-2 will be included in the group. The
field visits undertaken by these motivated teachers were a great success.
Cluster Resource Centre - Ghaghra, Khunti, Ranchi, Bihar

School visits in Assam, Maailzga Praaieslz, Bihar and Karnataka have elements of supervision,
and data collection along with extension of academic support. However, in Kerala school
visits by the cluster coordinators (caﬂed trainers) are purely academic in nature and do not
generally involve discussion on administrative issues. Each trainer, responsil)le for one cluster
(7-8 sc}lools) is able to make 13-14 days| visits per month. In some clistricts, each trainer
looks after one cluster for a month or two and then moves on to another cluster. The reason
][or continuous redistribution o][ clusters among the trainers located at the block is to ensure that
each school éeneﬁts ][rom the skills of all the trainers. During the school visit the trainer usually
spends the whole day (10-4 PM) in the school. Depending upon need he distributes his time
among the classes. On one of his visits (luring the month a school resource group meeting is
organisecl where he meets all the teachers together. Let us look at an extract from the Kerala

report:

F Cherpullassery and Pattambi blocks of Palakkad district in Kerala teachers and ﬁ
trainers usually enter the school toyether in the morning. As the teachers begin the
school activities, the trainers review the previous records of the visit and the reports

maintained by teachers. The trainer mag sometimes discuss with the teachers the lesson
_plan for that particular day and then decide which classes to visit. Classroom observation
by the trainer involves active participation in the teaching learning process. Most of the
time the trainer and the teacher together handle the class to try out new methods of
teaching; sometimes the trainer provides an academic input and sometimes he simply
helps the teacher in organising the classroom, field trips etc. At the end of the day the
teacher and the trainer share and discuss their observations and problems. The trainer
records his observation in the school visit book and his own diary. In Kerala school visits
by the trainers have played a critical role in implementing the new pedagoqy. Peedback of
the problems identified through school visits helped the SRG in planning need based
tmining _programmies (on integmtion, whole [anguage oy}}n’oacﬁ, evaluation, EVS ]Jrqjects
etc). Here are some glimpses of the interactions between the trainers and teachers in
Kerala:
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Teacher shares with the trainer (cluster coordinator), "each child writes on something
different and 1 keep correcting note books." The trainer and the teacher then develop a
series of self correction, peer correction activities. In one such activity children were asked
to name all eatable things. These were then classified into vegetable and rice items,
followed by sentence making exercises done by children. Each child then read out his
sentevice and the teacher simultaneously wrote it on the board. The children, without
being instructed, started making corrections in their notebooks. The exercise was a great
success and was shared in the school resource group meeting.

Trainer, "It was a yﬂ:asurs to see children correcting themselves without going tﬁrougﬁ the
humiliating experience of being told by the teacher"

BRC trainer, Cherrpulssery, Palakkad Dist., Kerala

During a school visit the trainer observed that the teacher was giving a project on
construction to the children. He was instructing the children to go home and find out
_from the parents the materials required to construct a house. The trainer intervened and
suggested an alternative to make the whole exercise interesting for childven. This involved
a visit to the construction site in groups of 4-5 and collecting information through
discussions with the men working there. After the visit each group would present the
observations while others would add to the information being presented
BRC trainer, Pattambi, Palakkad Dist., Kerala

ScHOoL VIsITsS BY BRC PERSONNEL

In all states, the school visits are also made by the BRC personnel, t}lough less frequently
comparecl to that of the CRC coordinator. In Mazﬂzya Pradesh the BRC coordinator's
occasional visit to the school is usuaﬂy to check the CAC's visits and supervise the school
functioning. In Kerala though the BRC coordinator makes at least 5-7 school visits in a
month, his interaction is mainly supervisory in nature. In Assam the BRC coordinator visits
at least 10 schools in a month to monitor peclagogical interventions, assess the needs of the
school, teachers and CRC coordinators. He also organises joint supervision visits of schools
with the BEO:s, school inspectors and CRC coordinators. Assam has an added advantage of
a block resource group which regularly interacts with the teachers on academic issues and
provides feedback to the BRC.

In lezar and Karnataka the resource persons are too preoccupied with training programmes
to make regular school visits. In both these states the resource persons at the BRC spend
about 3 weeks of the month training, and much of the remaining days are spent in mont}ﬂy
meetings with the CRCs. Possibility of sustained support through school visits is thus very
remote. However in both these states a perceived need for continuous interaction with the

teachers in schools is emerging and efforts have heen directed to overcome these problems.
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In Bihar

On the basis of the Gross Enrolment Ratio + Retention + Achievement-levels there is
a system of grading the schools in order to identify those schools which need closer
attention. Apart from the 'worst' school, which is 'acﬁyﬂted' by the resource centre, 2-3
schools are 'visited by the BRC-RPs every month. An 'observation tool, developed at
the DLO, is used by the BRC trainers during the school visits and the contents are
discussed [ater at the BRC and at the CRC meetings.

In Karnataka

Even though school visits by resource persons at BRC have been few and far berween,
these have helped in clarifying doubts of teachers reqarding the new teaching methods
and approaches. A BRC resource person reports from a school visit: "a teacher found it
difficult to believe that the sun was much, much bigger than the earth. I used an
analogy related to the apparent reduction in the size of objects that are far away from
us. For example, you can use your fore finger to block from your sight an entire
buildiny that is at a distance. This does not mean that the building is smaller than

yourfinger! The same idea qua[ies to the sun".
Malavalli BRC, Mam{ya Dist., Karnataka

In Kerala the BRC coordinator visits 5-7 schools in a month. Unlike the visit of the
trainer, it is more supervisory than academic in nature. A format is used to report

observations which are shared with the BRC team. These visits help the BRC

coordinators to stay in touch with the issues emerging in the field.

n Assam, Kerala and W10 the cluster coordinators (trainers in the case of
Kevala) provide move academic support to the teachers through school visits compared
to the BRC coordinators. Assam also has vesource groups at block and cluster level who make

school visits and give feedback to the BRC.

In Bihar and Karnataka the vesource persons at the BRE provide more academic mput

whenever they can visit schools. In both the states some efforts have been made at the field
level to respond to the emevging need of reqular school visits. However these states needs to
take cognizance of this growing need and take steps to ensure that vegular school visits are

made to extend support to the teacher.
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MONTHLY MEETINGS

L _ _ . _ _ __]}
An important feature of the resource centres are the monthly meetings which are held at

different levels. Teachers come together every month at the cluster. In some states the CRC
coordinators have monthly or bimon’chly meetings at the block. Also, in many states the
BRC coordinators regularly interact with DIET, DPO or DRG. BEach meeting whether at
’clle cluster, block or district level in its own way contributes towards extension of support to
the teacher. In this section we will focus on block and cluster centre meetings which are

directly relevant to the teacher.

CLUSTER MEETING OF TEAGCHERS

In Assam, all teachers of a cluster ga’c}ler at the CRC once a month for the whole day to
discuss academic issues. The schools remain closed on this day. Though the CRC
coordinator is the lzey facilitator, the meeting is also attended by block resource group
members, with the BRC coordinator joining in occasionally. Sometimes CRC coordinators

of other clusters are invited as resource persons for the meeting. This is made possible l)y

slotting the meetings of CRCs of one block on different dates.

After a brief review of the last meeting each school presented a report on lesson wise
_progress in each primary class. Two issues, the concept of addition for class I and the
concept of multiplication for class 111, identified after presentations were then discussed in
groups. Later in day teachers developed an action plan for the next month and also
_prepared the necessary teaching learning materials.
CRC meeting at Sri Sri Ramkrishna Vidyamandir,
Mayang BRC, Morigaon Dist., Assam

Initiauy, when the resource centres were set up, monthly meetings in Assam were an immediate
foﬂow—up of the training programme on activity based pedagogy. Efforts were made during
these meetings to further clarify concepts introduced cluring teacher training. Approach
papers presented at the meeting, usually Ly the CRC coordinator, focussed on issues like
'concept of activity', 'how to deal with tal)les', 'recognition of alphal)ets' etc. These papers
were prepared l)y the academic resource group at the district and aclapted at the block and
cluster level. Over a period of time after teachers had gained clarity on some basic principles
of activity based pedagogy, the focus of the CRC meetings shifted to lesson planning and
TLM preparation.

In Maa’lzya Pradesh, separate meetings are held for teachers of classes 1,2,3 and of classes 4
and 5 for 4-5 hours in alternate months. The meeting involves interaction on both academic
and non-academic issues. Usually lessons of language, maths or BVS are discussed t]nrough

demonstration, sharing of alternative ’ceaching methods, TLM preparation etc. Non-academic
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but critical issues like mid day meal schemes, school contingency, government circulars,
EGS scheme are also discussed.

In the El::lavya (NGO) supported block of Ma(ﬂzya Pradesh cluster méetings are comparatively
more academic in nature than in the rest of the state. Classwise and school wise detailed
feedback is given ]:)y each teacher on the classroom transaction in the previous month and on
specific prolo]ems encountered })y them. Discussion on one issue/teaching concept is then
taken up. This is followed by planning activities for the next month. Resource persons from
Elelavya provide the academic input.

As in Ma(ﬂ/zya Pradesh, in Kerala too separate meetings are held for teachers of classes 1 and
2 and of classes 3 and 4, so that schools can remain open on the day of the monthly meeting.
However, in Kerala the meetings go on for the whole day, usuaHy })eginning at 10 am and
ending around 4 pm. The first half of the day is spent in (liscussing problems faced by the
teachers in the classroom and in developing activities to address them. The second half is
spent in planning for the next month. Participants usuaHy divide into groups and identify
activities for different curricular statements to be transacted during the coming month.
Evaluation tools are also developed in the mon’thly meetings, and are later adaptecl to the
school specific situations. The meetings are facilitated Ly one or more trainers from the
BRC. The organisational aspects are handled by the CRC coordinator (not full time) who is
the headmaster of the sc}lool, where the CRC is located.

In one CRC meeting the teachers were discussing the nature of errors or spelling mistakes |
made by the children. They deliberated upon the strategies that could be adopted to |
overcome this problem and came up with an activity bank. Some of these activities
outlined by the teachers were:
* Making children develop a dictionary
* Using interesting card games. For example, developing word cards. On one side of the
card the correct word could be written. On its back side will be the incorrect form.
Children will be asked to identify the correct form.
* Repeatedly using words spelled incorrectly in a story to be told to children.
* Introducing word formation and sentence building exercises.
* Using word games like, "think gf all the words connected with coconut" or "make a word

with the last letter of the word spoken by the previous child".

Experience shaved Ey a school teacher in Cﬁer}mﬂ'assery Block,
Palakkad Dist., Kerala

Some of the questions raised by children which came up to the CRC meeting included:
Which part of the plant is used for reproduction?

Does the giraffe have a horn?

Where is the ear of the crow?
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Is squirref a vegetarian or a non-veqetarian?
Sometimes discussion, sometimes observation, sometimes the encyclopaedia came o the
rescue of the trainers and the teachers.

CRC Cﬁegm[fassery Block Palakkad, Kerala

In Bihar, all teachers of a cluster come together once a month at the CRC. The schools
remain closed on this (lay. The meeting takes place for the whole day and the discussion
mainly focusses on the ways to tackle alreacly identified pro]olematic issues in different
content areas. The discussion involves group work followed by presentation and sharing
of different strategies. Sometimes a demonstration lesson in the lab school prececles the
discussion in the meeting. A resource person from the block usually comes to facilitate
the discussion. Issues raised in the VEC meeting are also deliberated upon in ’che cluster

meeting.

Teachers were divided into groups. Each group was working on a "hard spot". Group I
was developing activities on addition and subtraction using marbles. Group 11 & 111
was working on place value. Group IV was identifying different approaches for
teaching a lesson "Aasman Gira" of grade 11. Group V was working on the Hindi
lesson "Kabootar aur Jaal". Since this lesson is also taught in grade 11 and grade 111,
group V was also trying to work out how it could be transacted in a multigrade
situation. The group work was followed by presentation and discussion, which helped
in creating a larger pool of activities for each area. The transaction of onc story on
"Kabootar aur Jaal' was also taken up in the nearby lab school. One teacher took the
class, while others watched from outside. The teacher presented the story with a lot of
action, mimicry and role play, and invited children to act out specific events of the
story, following it up with a series of other related activities.

Cluster Resource Centre, Birahima Bazar, Motipur block, Bihar

In Karna’calza, the role of cluster level meetings is still evolving. Initiany, the CRC
meeting was mainly a means for collecting and dissemina’cing information for the BEQ's
office. Lately however, the focus 1'1as shif’ce& to discussion on aca&emic issues. Now in the
meeting a list of topics and competencies to be transacted in the {orthcoming month is
prepared and discussed in groups hy teachers, followed })y an out]ining of activities,
methods and materials for the transaction of these competencies. Our case study revealed
that teachers in Karnataka are not comfortable with the idea of joint planning in groups.
According to the teachers of one CRC "each teacher is in a different situation and each
situation demands a different approa,cl'x. This cannot be decided at a CRC meeting."
Based on this feedback the next mon’thly meeting in that block deviated from the usual
practice and focussed instead on discussion among teachers on academic issues identified

hy them.
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A
The CRC coordinator, Aswathappa, had seen an interesting game on place value in one of

the schools. In the monthly meeting he invited the concerned teacher (Govindappa) to
share this with the teachers. Govindappa actually prepared the model and made the
teachers ja[ay the game. It consisted gf a _pack gf cards, and each card had on it a singfe
digit from O to 9. Four players could play this game. All you had to do was to pick up
the topmost card on the pile, and note the digit on a grid. Once a particular digit was
written, its place on the grid could not be changed. After four chances (if you were writing
a 4-digit number), the player who could make the highest number with the chosen four digits
won the game.
This was an interesting activity for reiqforczmmt gf the _p[act value concept, and the teachers
enjoyed it.

CRC Ham}msam{m, Gudibande, Kolar Dist., Karnataka

BRC MEETING

In Assam, the meeting of CRC coordinators at the BRC is critical for the cluster level meeting
and school activities. Initiaﬂy the meeting of CRC coordinators was held twice a month at the
BRC to discuss the issues emerging out of the school visits, cluster level monthly meeting of
teachers and VEC meetings. The approach paper to be discussed even’cua]ly with teachers was
deliberated upon in this meeting. Block resource group members and sometimes, academic
resource group members providecl the academic inputs to CRC coordinators. Lately this meeting
has been converted to a two day residential fortnightly meet in which the BRC and CRC
coordinators develop activity based lesson plans and teachirlg aids for the curricular areas of the
£orthcoming month.

BRC meetings in Kerala also centre around academic issues. However, instead of a fortnightly
meet the BRC team in Kerala meets every week on Saturday. In the meeting issues emerging out
of school visits are discussed and plans are made for the next week and for the monthly meeting

at the cluster. Here are some glimpses of the discussions that took place at the BRC.
The Evaluation Issue

Heated debate on the grading system in the new evaluation strateqy took place in Pattambi
BRC. It began with a small argument on the inclusion of the grading indicator for two digit
addition in first term of class 1. The trainer presenting the case felt that the grading indicators
given by the state did not match the curricular statements. Taking one example he said that
"children master two cfigit addition on[y ﬁy end gf the session, but one is e)goectelf to

* District resource group/academic resource group in Assam is mainly constituted of DIET/faculty members, BEO, Sis, BRC,
BRC coordinators, CRC coordinator (on rotation), Assistant BRC coordinator (on rotation) BRG members, district programme
officers etc. This ARG plans all academic activities in the district after taking detailed feedback from field functionaries.
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evaluate it in first term. Why evaluate when one knows that the child will not be able
to accomplish the task?" After discussion the entire group decided not to give it as a
grading indicator for first term. This discussion led them to address questions like, do
we evaluate the child's experience or the curricular statement? Is a learning activity
different from an evaluation activity? and so on. After discussions this group of
trainers came to some conclusions which were:
® A learning activity is not different from an evaluation activity
® Present grading indicators do not always help in assessing the experience of the
children

® Term exams are needed to satisfy the parents.
® Evaluation is a_part of every learning activity

BRC Pattambi, Palakkad Dist., Kerala

The New A]Iymacﬁ

Field visits of the trainers after introduction of the new book revealed that teachers were
finding it difficult to implement the new language approach introduced through trairiing
and textbooks. There was also a feeling among the teachers that through this method
childven would not learn letters. Trainers felt that while the teachers were somewhat
convinced about the new approach during the training programme, they were facing
difficulty in implementing this new approach in the classrooms. Also observations had
revealed that teachers were abways in a hurry to make the child read and write specific
words and letters which did not allow the child to move at his own pace. Another
disturbing trend that was observed was that most teachers did not plan the classroom
transaction before coming to school. The trainers decided that each of them would spend
two consecutive days in the same school interacting with teachers and children of classes T
® IL
During these two days trainers planned with the teacher the activities to be undertaken
throughout the day. Most of the trainers found that pre reading activities were missed out
by the teacher and they were also unable to exploit the potential of the text and rhymes
given in the textbook. The trainers, with ﬂeﬁ; from the teachers conducted these activities
with the children. This gave a lot of hope and confidence o the teachers.
BRC Pattambi, Palakkad Dist., Kerala

Unlike Assam and Kerala, our case study found that BRC meetings in Bihar focus on
administrative as well as academic issues. While in Macﬂzya Pradesh the BRC meeting usually

focuses more on administrative and programme implementa’tion issues, such as collection of

reports from various clusters and planning for the next month's targets. However in the
Elzlavya supported block of Mac]lzya Pradesh, academic issues are also discussed.
In Karnataka BRC level meetings are loeginning to play a critical role in supporting the
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activities at the cluster and school level. The BEO and the Inspector of Schools also attend
the meeting, and this has prOVed to be a useful practice. The CRC coordinators share
experiences with the BRC team and then plan the future course of action. It is these
discussion which lead to the desired changes in the activities of the centre based on feedback.

Let us look at one example:

In the meeting the CRC coordinator shared with the BRC team the perceptions of teachers.
The feedback from the teachers was that a lot of time was being wasted in taking feedback
from all teachers about their activities in the previous month. This was not necessary, felt
many teachers, as they could get away by mentioning things that they were not doing! In
addition, tﬁey _fe[t that the o}fternoon sessions at the CRC meetings were a com_p[ete waste (_)f
time. During these sessions, they would draw up a plan for the next month, only to forget
all about it as they left the venue of the meeting. It was strongly felt by the teachers thar
there was no _point in planning for the next month during the meeting, as each teacher was
in a different situation. And each situation demanded a different approach. The next
month's plan was not something to be decided at a CRC meeting, but had to be decided at
the school level, with support from the concerned CRC and BRC resource person.
The CRC coordinator expressed concern about the perceptions of the teachers and felt that
necessary changes needed to be made. The BRC team then proposed a series of ideas that
could help to provide betrer support to the teachers and address their needs. These included
forming cluster vesource groups to support the schools, bringing out newsletters, at{qpting
schools, experimenting in the lab school erc.
Regarding the CRC meeting, the decision was to do away with the feedback and planning
session. Instead, the teachers would work in different groups and list out the various
activities they undertook in their schools during the previous month. These would then be
listed in a yﬁmury session and Jorioritizezf For exam_p[e, the teachers would be asked to
identify the five most important things they wanted to discuss in the CRC meeting, and
these points would be discussed in detail.
In addition, for the next CRC meeting, it was decided that there would be a quiz for the
teachers. It had been observed that the teachers were not reqularly using the handbook,
though it had many uscful activities and hints for the teachers. The quiz would focus on
the handbook, and would have many questions taken from it. The idea was to convince the
teachers that if they had not been using the handbook so far, they were missing something
important.
This discussion had immediate effect in the field. In the next CRC meeting the discussion
deviated from the norms and focussed on issues prioritised by the teachers.

Meeting between the BRC team and CRC coordinator in
Gudibande block, Kolar Dist., Karnataka
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he monthly meeting of the teachers at the CRC is actually the creation of a

forum where teachers can come together to share their views on academic and
other school related issues. f1 teacher can present and discuss a teaching strategy
adopted by him to | 5-20 other teachers. These experiences not only encourage
others to do activities but instil a lot of confidence in that innovative teacher.
However, one notes a tendency in some states to focus more on administrative issues
i these meetings, which ave also important, but there is a wneed to ensure that a
balance 1s mamtained between academic and won-academic issues.
Also, there 1s a close linkage between the BIRC and CRC meeting. The issues
emerging n the ORE meetings ave discussed at the block, based on which the next
meeting is planned. [n Assam especially, the CRC coordinators in a fortnightly
meet develop lesson plans and materials at the BRE before initiating a similar
exercise at cluster level. [n fact, in fssam the activities at the block and cluster level

have a close linkage with the activities of district academic resource group also.

=6
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ENABLING CONDITIONS

The resource centres of this stu(ly were found to be different, not only in what they did i.e.

the activities t}ley undertook, but also in terms of how well Jchey performed. The case studies
in the five states made an effort to identify and understand the factors which l’lelp the
centres to be effective i.e. translate the pedagogic vision into reali’cy. These case studies have
revealed that ﬁrstly there are some basic minimum conditions (essential conc].itions) that
need to be proviclecl to make a functional resource centre. Secondly, there are another set of
factors which contribute towards the growth of the centre.

ESSENTIAL CONDITIONS
S

WELL DEFINED CAREFULLY THOUGHT OUT PEDAGOGIC VISION

We have discussed in the first chap’cer the evolution of the resource centres in response to the
pedagogical vision of the state. Tt is this vision which is perl'laps the most important enal)ling
factor for an alive and thriving resource centre. The more holistic the pedagogical

intervention strategy, the more meaningful will be the activities of the resource centre.

For example in Kerala the pedagogical renewal process involved interventions in textbooks,
teacher training, evaluation etc. The resource centres played a key role in

® supporting the teacher through school visits and monthly meetings;

o implementing activity based pedagogy in classrooms;

o providing feedback to the state on the emerging issues in the field;

® planning need based training programmes; and

o developing evaluation strategies.

The centres in Kerala thus had a major task of 'implementing the renewal process in the field.
We argue that if the basic teaching learning processes have not been gone into in de’cail,
del)ated, tried out, internalisecl, the resource centres will remain lifeless. In other words, a
resource centre can only be as goocl as the pedagogy it fosters. The soundeness of basic
pedagogy therefore remains the cornerstone of a vibrant centre. Once £ormec1, the resource
centre also becomes a valuable tool for further deve]opment and growth of the pedagogic

vision. But a basic clarity in the original processes needs to be ensured.

SELECTION PROCEDURE

A major contributor to the performance of the resource centre is the quality of human
resources, i.e. the coordinators and their perceptions about education. Experiences of the five
states showed clearly that coordinators who have primary school teaching experience, well

developed interaction skills, abili’cy to coordinate activities and listen to others and a desire or
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motivation to try out and experiment with new methods were higllly effective. This need to
have coordinators with specific abilities and a high clegree of motivation sometimes led the
states of our case study to make drastic changes in their selection proceclures for
coordinators. This is especially true fop Kerala, where in the first year of the programme, the
selection was based on an interview })y the DPO of applicants from among teachers who had
experience in seconclary schools. However, the lack of understanding of the learning process
and absence of experience in teac}ling and l’iancuing,primary classrooms entailed heavy costs.
These trainers were unable to.relate to the prohlems of the teachers either in the training
programimes or during school visits. Consequently, the selection proceclure of trainers was
Changed. The teachers with primary school experience were selected as trainers through a
worleshop mode. In the worlzsl'lop, activities, group discussions and written tests were
organised to assess the skills of the teachers. Let us look at the experience of a teacher who

attended one sucl'l worlasl'lop:

In March 1997 Ramankutty went to Ottapalam for the selection test, a one day
workshop. The workshop began with an introduction from the district project coordinator
focusing on the changes needed in the education system, after which an inhibition
breaking activity was conducted All participants stood in a circle and one person was in
the centre asking in Malayalam "what is green?" Each participant had to name a
different thing. After more such activities, participants were divided into groups and each
group was asked to make an activity for a specific area. Ramankurty's group was then
asked to make an activity to introduce "Ta" to children. His group made an action song.
After presentation and discussion on the activity all participants took a written test. Each
individual was administered a questionnaire which had two parts - objective and
descriptive. The question asked was, "Do you think any change is needed in Primary
Education? If yes, what changes do you suggest?" At the end of the day the DPC
addressed the participants again informing them about the role of the trainer. After a
week, Ramankutty was invited for DRG training (aroundAyri[Q?).
Ramankutty, BRC trainer, Cherpullassery, Palakkad, Kerala

As in the case of Kera/a, in Assam also the CRC coordinators were selected through an open
worlzshop. In both these states, the presence of the rig}l’c kind of people at the centres has
contributed a great deal towards extending support to the teachers in the field.

In Bihar, the selection procedure is an interesting variation from the procedure adoptecl in
Kerala'and Assam. Here the BRC resource persons and CRC coordinators are selected
through training programmes (on the last day) for a limited time periocl. This kind of
procedure ensures acceptability of the coordinator among teachers of that cluster as they
themselves are involved in the selection. Also, since appointments are temporary, only for
year or so, more and more teachers get the opportunity to become trainers and coordinators.

In Karnataka, in pl'lase I districts the resource persons at the block are higher secondary
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teachers identified 1)y the DPO and the CRC coordinators are primary school teachers
selected t}lrough interviews at the district level. However, after the experience of phase I, the
selection proceclure was changecl for phase IT districts. In the pl'lase I1 BRCs, three resource
persons are from primary schools and two from higher secondary schools.

In the NGO supporte(l block of Mafﬂzya Prades}z, motivated teachers who had been resource
persons during training and worlzsl'lops were identified as cluster academic coordinators. The
field observations reveal that the cluster academic coordinators in this block are in a good

position to provide academic support to teachers.

Open selection procea’ures have, where conducted ensured that motivated individuals wanting to
Z)ring about a c]’lange in the education system are recruited as coordinators or resource persons at
the BRC or CRC. For examp/e, in Kerala, because of the selection procealure, the trainers at the
block are actua”y motivated energetic teachers who have been a part of educational movements

such as the National Literacy Movement in their district.

STAFFING (STRUCTURE)

Though selecting the rigl'lt person as coordinator is important, this one individual cannot
possi]oly meet all the demands of a resource centre. Observations in the five states reveal that
wherever teams of resource persons have come together at the block and cluster, better
academic support has been provi(led. Let us look at the number of resource persons available
at the block and cluster in some of the states.

AT THE BLOCK

In Kerala at the BRC there is a team of 18-20 resource persons and the BRC coordinator
handles all administrative matters. The remaining team is thus entrusted with the academic
activities of the block. The BRC academic coordinator (DIET representative located at
BRC) and the team of 15-17 trainers extend support to teachers throug}l regular school
visits and montl'lly meetings. Once a week the trainers of a block meet together to share
their observations and plan for the next week. The presence of 18-20 resource persons with
different abilities and ideas generates a healthy discussion in these weelzly meetings as well as
the germination of new ideas and plans. Also, the presénce of a team ensures that if one
trainer cannot meet the specific needs of a SCl’lOOl, another can help out. Moreover, in
Kerala, the trainers redistribute the clusters on a monthly or bimonthly basis among
themselves so that each school benefits from the skills of all the trainers.

As in the case of Kéra/a, in Assam too efforts have been made to develop a team of resource
persons at the block. But, unlike Kerala, only two coordinators are located at the BRC and a
block resource group is constituted to support the activities of the BRC. Members of the
block resource group make school visits, give feedback in block meetings, help the BRC in

planning and implementing various activities in the block.
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In Bihar and Karnataka too, a team of resource persons is located at the block. As
mentioned eatlier, in these states the focus is on imparting training. Notat)ly, the importance

of coordinated team work has emerged even with respect to training. The BRC coordinator

in Malavalli block of Karnataka says

"Our strengtﬁ fies in team work. We understand each others' Jaroﬁfems and strengtﬁs.
Other BRCs have problems because there is a lot (_)f interna[_friction in their teams."

AT THE CLUSTER LEVEL

A full time academic coordinator at the cluster loolzing after 8-10 schools can extend better
onsite support ttirougti school visits and monttliy meetings than a part time tunctionary. We
find that in Assam and Mazﬂqya Pradesh there are full time coordinators. Assam has an
added actvantage of tiaving a cluster level resource group to support the activities of CRC in
schools. In Kerala each trainer located at the BRC is actuatly responsit)ie for one cluster and

the head master of the centre school has the responsibility of organising montlily meeting.

From the experiences of the states it is clear that teams at block or cluster level are in a better

position to extend academic support instead of individual coordinators.

INFRASTRUCTURE, FACILITIES AND FINANCIAL PRDVISIONS

AT THE BRC

Infrastructure available at the BRC affects the activities organised by the centre. For
example, tlaving a training hall and dormitories for participants tielps in conctucting
residential teacher training programmes. In all the five states these facilities have been
providect. Equipments like ptlotocopiers, dupticating mactiines, typewriters, TVs, VCRs,
put)iic address systems, megaptiones, OHPs etc. have facilitated the tunctioning of resource
centres especiaity in Assam, Karnataka and Maa]lzya Pradesh. Availatﬁlity of books, activity
t)anlzs, directories of teachers and CRCs (specialising in different sut)jects and activities),
iearning corners, supplementary teactling learning materials especiaﬂy in the block resource

centres of Assam has facilitated extension of onsite support to the teachers.

AT THE CREC

In all the states, rooms have been provictect for or constructed within the school premises.
In states like Assam and Karnataka two rooms have been provictect to the CRC. Books have
been made available at the CRC especialty in Assam, Bihar, Karnataka and Maa’]qya
Pradesh. In the case of Assam, model lesson plans, activity t)anlzs, school and VEC data
t)ases, teachers' ctirectory, supplementary TLMs and iearning corners are some of the

additional facilities available at the cluster resource centres.
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Aa]equate infrastructure and faci/ities are necessary conditions for a functiona/ resource centre.
Equa//y important is the finarzcia/ provision for organising c]lﬁ[erent activities, cona’ucting school
visits and morzt}l/y meetings. Deperlc]ing upon state speci)[ic needs funds are provic]ed at the
resource centre. However there is an emerging need to give more financia/ autonomy to resource

centers in all the states.

—

CONDITIODNS CONTRIBUTING
TOWARDS THE GROWTH OF THE CENTRE
SR R R

CAPACITY BUILDING

Getting the I‘igl’lt number and the right kind of coordinators or teams at the BRC and CRC
is indeed crucial for a functional resource centre. However, these coordinators are actually
(primary) school teachers, now expected to perform a new role. How equipped are ’clley to
extend support to about 8-10 schools of the cluster? What is their capacity to extend
support? These are important questions that needed to be addressed I)y the states.

In all the five states, the coordinators have unclergone an orientation for their role and have
been involved in teacher training programmes. But specific training programmes and efforts
aimed at l)uilding the capacity of the resource persons are not always adequa’ce. Let us look at
some of these capacity ]ouilcling initiatives which have really enabled the resource persons to

extend support to teachers t}lrough school visits or monthly meetings.

ScHOoOL PLACEMENT PROGRAMME

A school placement programme was organised for the BRC teams both in Karnataka and
Kerala. In Karnatalea, the idea was to orient the secondary school resource person/teacher to
the needs of the primary school. In Kerala, experiences in training programmes had revealed
that many suggestions of the trainers/block RPs were not practically oriented and their shills
needed to be upgraded. This led to a 15/21 daysI school placement programme for trainers
called 'Kalari'. During this programme the trainers were teachers in classrooms trying out
new ideas and teaching methods. Teachers were the observers. Every(lay in the school
resource group meeting, these observations were shared with the trainers followed l)y
planning for the next day. The trainers not on]y realised the proljlems faced l)y teachers in
organising, planning and implementing activity based pedagogy but also tested the practical

implications of suggestions made during training programmes.

Ramankutty - a trainer at BRC Cﬁer}m(fassery said about the school Ja[acement
_programme "the experience humbled me. Today my sugqestions are more ]Jractica{". He
spent six c{ays in a school. During these six c{ays he interacted with 38 children (_)f class TV,
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On the first day he observed the class while the teacher was teaching. The second day

onwards he took over the teaching and the teacher played the role of observer for the next
five days.

On the first day the teacher had asked the children to write about 'cow'. After the class

Ramankutty, acting as a teacher, collected the children's copies and analysed the nature of

mistakes. Based on his analysis he categorised the children in different groups and listed

out the activities for each group.

On the second day Ramankutty conducted the following activities with children:

Group Level gf Childern Activity

I Children who were scribﬁfing List (j nouns and verbs were given
and childrven had to make as many
simple sentences as }Jossi[!fe.

11 Children who could write well | A story book was given and children
had to write a review of the book.

I Children who were able to He told a story and then gave it to
write but were not connecting | them in a written but jumbled
meaningful sentences form. The children had to arrange
the sentences in a sequence.

v Children who altered letters He gave a story without matras
while writing (soum{symﬁofs) and they had to

correct it.

Group II and 111 finished their tasks without Ramankutty's help. Group 1 & IV
demanded some help in between. He found that the confidence of group I rose as they
enjoyed making different combinations of sentences.

However, Ramankutty, while doing this came across a lot of problems. First, the
instructions he had given to group II were not clear and he had to explain the task again.
He also realised that it was not easy to manage multilevel activities in the classroom.
Group 11 finished their assignment quickly and were sitting idle after that. He tried to
improve his management skills on his second day of teaching. The moment the group
would finish a task he had another activity ready for them.
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Over the next few days Ramankutty organised a series of other activities. The teacher
initially reacted by saying that it was too tedious to conduct such activities or to develop
them. However, after continued observation, his interest grew over a period of 2-3 days.
He soon became an active helper for Ramankutty and also his critic.

This programime also brought the trainers and teachers closer. The teacher actuany saw the
trainer struggling like him in the classrooms. It motivated the teacher to undertake similar

activities.
SPECIFIC TRAINING PROGRAMMES

In Karnataka a ten days' training programme on motivational leadersl'lip aspects was
organised for the BRC faculty l)y a Mangalore based organisation called AIM-INSIGHT.
The BRC faculty feels that this training programme helped them in understanding their

role.

“It helped us to understand our roles as BRCCs; we realised that we had to become

facifitators, and not usc our authority as administrators. Had it not been for this
training, we would all have em{ecfbga mainly as administrators, next to the BEO. That
would have been disastrous!”

BRC Coordinator, Malavalli, Mandya Distt,Karnataka

Also in Karnataka all CRC coordinators have undergone training on the maths kit supplied
to them l)y an NGO called Suvi(lya. Each CRC is supposed to function as a maths lab. In
Assam all CRC coordinators have been trained to undertake activities in model schools.

PARTICIPATION IN WORKSHDPS AND EXPOSURE VISITS

The participation of block and cluster resource persons (especiaHy in the case of Assam and
Kera/a) in state resource group meetings and worlzshops has helped them in gaining more
confidence, a broader perspective on education, and learning from experiences of other
districts.

Similarly, exposure visits within the state or outside can lead to sl’naring and learning from
each others' experiences. Such exposure visits in Assam and Karnataka have indeed enhanced

the functioning of resource centres. An example:
Chandrashekar, the CRC coordinator during an exposure visit to Rishi Valley Centre in

A.P. heard about the Metric Mela and got insyirecfﬁy the idea. On his return he
organised a 'measurement fair" or Metric Mela on January 13, 1999 with the active
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involvement of children, teachers and the community in his cluster. There were 50-60
stalls in all and each one of these stalls was looked after by 2-3 children. The children sold
milk, flowers, peanuts, bananas, tomatoes, potatoes, cucumber, sweet sooji balls, tea,
vegetable bondas, vade, Muysore pak (a sweet origina[fy  from Mysore), fria{ items efc.
Most of the vegetables sold were grown on their own lands. Each shop sold a different
commodity.

The main difference, of course was that children were supposed to manage the entire show
and make a_profit in the bargain. For once, children were the Resource Persons, managiny
the stalls, maintaininy the records, handling the chanye. They were learning the practical
uses of arithmetic which was far away from the boring chalk-and-talk methods that
children are often tortured with. Profit, wherever it was made, went back to the respective
families.

The measuring wheel used to measure the distance between any two points from the
maths lab provided by Suvidya, was a great hit. At another stall, you could measure gour
weight and your chest. The BRC team, the Assistant Project Coordinators, Be‘[[asﬁerty, the
Block Education Officer (BEO), Malavalli Taluk were some of the people who updated
themselves on their body statistics, as did many villagers. The Metric Mela continued well
into the evening, as anxious parents wandered around to see how their children were
managing.
Poorigali CRC, Malavalli, Mandya Dist., Karnataka

LINKAGES

The 1inlzages that the BRCs and CRCs establish with the community, chilclren, block
education office and DIET have an impact on the success of the activities/processes initiated
by these centres. In the five states where the case studies were based, serious efforts have
been made to establish these linlzages.

LINKAGES WITH THE COMMUNITY

In all the five states community involvement is visible especially with respect to school
development initiatives i.e. constructing rooms, provicling funds for different activities etc.
However, in Assam the role of the community has gone })eyoncl school development
activities. Here the community has been involved in the documentation and compilation of
Jr.ouzlore, ridcues, proverbs, rituals etc. which are lzept at the BRC for further use by the
teachers. The parents are also invited to take classes (once or twice a month) on topics such
as agriculture, bamboo cra{;t, storyteﬂing etc. Contributions of the community towards
learning corners is a common feature in Assam. In many schools agricultural and fislling
implements, contributed ]3y local craf'tsmen, can be seen in the learning corner. In another

effort to involve the community, the cluster level resource group in Assam is constituted of
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Viiiage volunteers. These volunteers iieip the teachers in preparing teaci'iing iearning
materials.

A series of in’tegra’tecl cleveiopment activities have also been initiated i)y the resource centres
such as reguiar pui)iic meetings at the viiiage, cluster and block level to discuss school related
activities. The resource centres have facilitated the formation of mothers groups, speciai
focus groups, self iieip groups etc. to undertake various (ieveiopmentai activities. All these
efforts to (ieveiop a relationship with parents have gone a iong way in eliciting community
support.

In iac’t, this strong reiationsiiip with the community has iieipecl in i)uii(iing an information
network in some of the blocks. With this system, any information can be conveye(i to all the
CRCCs in a sub block within three hours. Maintaining reia’tionships with neigii]aours who
have teiepiione connections and two wheelers goes a iong way in passing the message from

one piace to ano’ther.

In Amsoi Tea Estate is situated the Baragog Lower primary School The approach road to
the school was in a very bad shape as it was cut across by a stream. It was very difficult
for the children to walk esyecia[[y during rains. To tackle tﬁe}m)ﬁfem, the CRCC went to
that area and apprised the people about the problem being faced by their own children.
He also contacted the trade union leaders and formed a committee under the
chairmanship of the General Secretary. The people, mostly tea-garden labourers, got
convinced and agreed to construct an approach road for the school
Sri Sri Ramakrishna Bidyamandir CRC,
Mayang, Morigaon Dist., Assam

In Kerala too efforts have been initiated to involve the community in classroom processes. In
Kerala, because of a well cléveiopecl pe(iagogic process as well as higiiiy evolved panci'iayats,

this process has been far more structured than in Assam. An exampie is:

Involvement of BRC Cherpullassery with the Panchayati Raj System

BRC Cherrpulassery quided the development of Block Education Project for the year 1999-
2000. The process consisted firstly of School Plan development, then VEC plan
development and finally Block Education Project plan development. School development
_plans were developed in 36 schools and participants included PTAIMTA members, school
teachers and SWC members. The plans were developed in workshops conducted at each
school and on an average of 20-25 persons attended these workshops. Subsequently, all six
VECs also conducted similar workshops to develop VEC Education Projects. Participants
included PTAIMTA members, educationists in the area, teachers, people's representatives
and other interested persons. Einally, the Block Education Project was developed in the
BRC Cherrpulassery. It was discussed in a meeting on 6th March, 1999 attended by all
BRC coordinators and trainers, AEO Cﬁeryu[[assery, secretaries (_)f various VECs and
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clusters, selected teachers, Block Pancﬁayat members etc. Some c_)f the ja[annecf activities
included organising camps for children, stucfy tours _for teachers and students etc.
BRC Cﬁerr}aufssery, Palakkad Dist, Kerala

In Kera/a, parents have also been involvecl in the hands on teacher training programme
called "Kingnilzleoottam". Some other activities initiated to create awareness in the
community include participation of BRC trainers in clevelopin-g block educational projects,
PTA meetings and bringing out of a booklet to create awareness among parents. However,
there is a growing realisation that more efforts need to be made to elicit the support of the

community.
LINKABGES WITH THE BLOCK EDUCATION OFFICE

Support of the BEO seems to be critical for the sustained impact of any activity initiated ]3y
the BRC. It is interesting to see that in the five states wherever the BEO has playec] a
supporting role, a series of academic support activities have been initiated in the block. Let
us see the nature of linleages that have been established in different states.

In Assam joint supervisions are organisecl 3-4 times in a month. In the joint supervision the
BRC coordinator visits the school with the BEO and school inspectors. These joint visits
not only elicit support of the BEOs for DPEP activities but also help in orienting them to
the processes that have been initiated through these centres. In Karnataka, the BEO attends
the monthly meeting of the CRC coordinators at the block. His presence helps in
clari{ying/solving various administrative prol')lems being faced l)y the teachers and

coordinators in the field.

A CRC coordinator in Karnataka told the researcher: “The presence of the BEO
throughout the meeting is an important factor. It helps to sort out administrative issues
reqarding which we cannot take decisions on our own. For instance, there was a
complaint from a teacher in one of the schools in my cluster that the headmaster was not
allowing this teacher to utilise the Rs. 500/- grant, and he kz_zpt Jefa_qing the matter by
stating that a voucher must be produced for the expenditures, otherwise, he would not
authorize the teacher to spend the given amount. When this problem was brought to the
attention of the BEO, he issued an order to the effect that the Rs. 500/- grant could be
transferred to the accounts of individual teachers, thereby sorting out the matter.”

CRC Ragi Bommanahalli, Malavalli, Mandya Dist., Karnataka

In Kerala the BRC coordinator has £ormany been given the powers of AEO. We find this
developmen’c important since it confers legitimacy to the BRC. Also, efforts are directed to
involve the regular AEQ in various activities. The AEQ is invited to attend the weelely block

level meeting of trainers.
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LINKAGES wiTH DIET

In Assam, the District Resource Group (DRG) consists of DIET faculty members. The
BRC regularly (monthly) interactAs with the DRG for all academic activities.

In Kerala one DIET £aculty member is permanently located at each BRC as an academic
coordinator. He coordinates all the academic activities of the block and provicles regular
feedback to the DIET through bi—monthly meetings.

In Maallzya Pradesh each DIET faculty member has been given the academic responsil)ility of
1oolzing after one or two BRCs. Montl'lly reports of BRCs are submitted to the DIET.
However, due to other engagements the faculty members rarely attend BRC meetings.

Y—Zzoug]’z resource centres have made eﬁ[orts to establish /inkages with the community and existing
structures like BEOs and DIETs, there is a need to ][urtlzer strengtlzen these bonds. Processes
need to be initiated to build the capacity o][ the DIET to provia/e academic support to subdistrict
structures and to organise need based programmes )[or them. Simi/ar/y the BEO needs to be
continuous/y oriented to the processes initiated l)y the centres. Steps need to be taken furtlzer to

involve them in programme activities.

INDIVIDUAL MOTIVATION

Along with the presence of all other enab]ing factors the motivation of the resource person,
coordinator or the block education officer remain critical. Even in adverse conclitions,
motivated coordinators have initiated innovative activities in the limited space tl’ley were
providecl. This became evident from the experience of the case study undertaken in

Karnataka. Here is an extract from the report:

F must be mentioned that, had it not been for the dynamism of the BEO, and the ﬁ
capacity and willingness of the BRC team, Malavalli Taluk may not have been
considered for either the Nali Kali project, or for the field-testing of the class 5 MLL

based books. Nor would the Metric Mela have occurred This has been acknowledged by the
SPO, and speaks volumes about the faitﬁ that has been rgposezf on the BEO and the team
at the BRC. It also very clearly underfines that the working relationship between the Block
Education Office and the BRC is healthy; in the absence of conflicts, the administrative and
academic resources are able to converge, leading to many useful activities for the primary
schools. The pro-active BEO,Bellashetty, has also ensured that his gﬁice does not perceive
DPEP as a parallel structure that has given rise to a conflict of interest with his own
department. He has not imposed any administrative responsibilities on the BRC team. In
addition, his interest in academic matters has greatly contributed to a synerqy between the

administration and the academic structure established at the block level". :
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Similarly in the case of Assam, motivated CRC and BRC coordinators have organised
worleshops, meetings even loy paying out of their pocleets. The Kerala case study also reports:
"The training, facilities, policy level discussions have indeed made a difference but individual
motivation of some of the trainers in Kerala to Lring about a Change in education seems to
be a moving force. Many of_ these trainers and coordinators were also a part of the 1iteracy
movement in the district. A majority of the trainers were involved with the Total Literacy
Campaign in the district and also with other education projects like "Aksharam",
Alzs]'larapulari, Vidyaram})ham, etc. Trainers had close association with various organisations
like Kerala Shastra Sa}litya Parishad (KSSP), Teacher Associations etc. In‘their words " we
were not secluded to the four walls of the schools and were actively involved with educational
projects, which offered us immediate accepta})ility among the fellow teachers. An extract
from the Kerala report:

f amankutty was involved in a series of activities after TLC and was known as an ﬁ
Raggressive person. He and some teachers in his school yot together and took over the
library. Around 9000 books were lying in locked almirahs never used simply
because of fear of wear and tear and the ensuing disciplinary action. He opened the doors
of these almirahs to the children. They could borrow whenever they wanted This was
followed by other activities like bringing out children's magazines, discussion seminars
etc. The process created a new breed of readers in the school. He became a member of
Rakshakarthu Sangha (Upper body of Bal Sanghas constituted of parents) of Bal Sanghas
(Children's Organisation). One of his duties was to convene classes on educational issues
fike - drawbacks of traditional education, new methods of teaching etc. This process
brought him in touch with books like 'Pedagogy of the Oppressed' by Paulo Freire, 'De
Schooling Society' by Ivan Illich exc.

b w
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A LAST COMMENT

s mentioned in the first chapter, three of these case studies were presented to

representatives from all states. In the keen and sometimes contested deliberations that

ollowed, several issues emerged. Firstly, the varying vision that these states had
evolved of a "resource centre" was a point of much debate. While Kerala appeared to focus
intensely on the pedagogical processes, the main activity of its resource centres located in
detailed and exhaustive discussion about classroom transaction, resource centres of Assam
seemed to have moved out to the villages, with academic activity (largely teaching learning
material preparation) only one of a myriad of others, such as convincing the VEC to build
an approach road to the school, cleveloping local youths to fulfill teacher shortages and
participation in local cultural activities. In Madhya Pradesh the resource centres, rather than
(leveloping institutionalised activities, aclapt swi{‘tly to changing programme priorities, sl'li{'ting
from teacher training to data collection even to adult hteracy and so on. In Karnataka and
Bihar, the resource centres mainly train teac}lers, while attempting, as far as possi]ale, a wider

spectrum of activities. Given this picture, the question that we encountered was:

Is a cluster or block resource centre a centre for academic activities onfy or should it
}mform administrative _functions also?

Should it mainfy be a teacher training center?
What kind of interaction should it have with the community? Should it become a

kind (_)f cultural centre _participating in many community activities or should its
interaction with the community remain limited to primary school _pec{ago_q_q?

While we couldv not arrive at a final answer, with the purists sticleing to the all important
"classroom processes” and others pointing to the interrelationship of administrative and
academic issues, there was a broad consensus that though block and cluster resource centres
may expand their functions to take care of some administrative issues, their academic
orientation should remain central. In other words, these centres need to concentrate on the
quality of the teaching learning process in schools and its improvement, and wanclering too
far away from this main goal could be counterproductive. Even activities oriented to the
community may be focussed on children's 1earning in the form of discussion of report cards,
drama festivals, drawing exhibitions, meetings with the parents etc. rather than mere general
cultural and social contact. Under this umbrella of agreement, it was clear that each state
may need to articulate clearly its vision of block and cluster resource centres and the
functions they are expecte(l to fulfill. A fres}t look at the roles o][ these centres at this point o][
time is important][or divected growtlz.
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If these centres are to be academic resource centres, committed to improving the teaching
1earning process 1n schools, the question arises as to what is the nature of activities that they
ough’t to undertake and how should they enrich the academic environment in the schools.
We have seen in our case studies that teacher training, cluster meetings and on site support
to the teacher have emerged as the three major supportive and capacity building modalities in
the resource centres. These too have evolved as for example in the form of "school
attachment programmes" in the case of Kerala and Karnataka. Some resource centres are
developing their own specific activities like organising events for children. However, in many
states the balance is skewed in favour of one par’cicular activity only, speciaﬂy teacher training
in Bihar and Karnataka. If these centres are indeed to be eﬁ[ective academic support and
resource centres there is an urgent requirement to assess the relative benefits of each of these
activities and focus on that par’cicular blend that gives maximum results. The time o][ the
resource centre may be devoted to activities that are needed the most Ly schools and teachers.

The above ideal mix of activities, i.e. teacher training, cluster meetings, school visits and
others as t}ley evolve, cannot be static over time. Depending on the needs experienced 17y the
teachers, a centre may devote more or less time to one particular activity at a particular
juncture. Which particular activity is most needed at what time is an issue for the resource
centre to deliberate and decide upon, in consultation with the teachers and perhaps other
institutions such as DIETs and project personnel. Ol)viously, a certain clegree ofﬂexilai/ity in
the choice of activities would help the centre develop into a need based institution.

Linked to the issue of a flexible schedule of activities is the question of autonomy i.e.
whether these resource centres are actually free to conduct activities that appear the most

heneficial or are simp]y agencies for carrying out orders. In other words:

How should the resource centre decide its priorities, on the basis g’ the demands
voiced ﬁy the schools and teachers or goa[s set ﬁy the state?

In order to be responsive to schools, what c{egree (j autonomy should tﬁey have?

A pointer to the answer to this question is the example of Kerala, where resource persons
respond to the schools, while couaborating closely at the state level. In fact, the trainers at
the block level are part o][ the state resource group. However, each state would need to decide its
own modalities.

It would be naive and simplistic at this point to suggest that "decentralization" or devolution
of certain "powers" to block and cluster resource centres would automaticaﬂy make them
responsive to the schools and that they would evolve an effective mix of activities. It needs to
be recalled that these practices of academic resource support are after all emerging practices

conducted with more or less success l)y these nascent institutions : the block and cluster
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resource centres. In(lee(l, we do not know how well equippeal the resource persons are to
understand emerging neecfs, and how well tney can respond to them. The capacity of these
institutions to analyse nee(ls, plan, formulate strategies and move forward needs to
considered careflllly while clecicling on issues of autonomy.

However, while the capacities of many of these centres to respon(l to the needs of the school
may be limited, it does appear from our case studies that some are now capal)le of, and
clamouring for, more autonomous action than tlley are allowed. Such autonomy, to the rigllt
center, at the rigllt time, in the rigl'xt clegree could strengtllen school support, as well as the
resource centre, and also reduce the work load at state and district level. A continuous watch
and assessment at the state level o][ the existing capacities o][ these centres would need to guide the
slow devolution o][ responsilai/ities and independent functioning.

Qur case studies have l)rougllt out that a resource centre is not static but grows. [t may
loegin as a teacher training centre but over time moves on to make cluster meetings its focal
activity. As resource persons learn, tlley may become more curious and look around more
lzeenly for resource material. These processes of cllanging and (leveloping have to be fostered
in any institution which is to become (lynamic. A clegree of autonomy is al)solutely necessary
for such growtll to take place.

Depending on the role envisage(l for the center, the personnel appointed as coordinators and
resource persons and the processes of their selection may need to be reconsidered. Since
human resources form the core of the centres, selecting the rigllt team would be critical.
In this case stu(ly states have exhibited novel and extremely effective ways of selecting the
personnel. The best selection procedures are the ones in which an attempt is_made tllrougll
seminars, training programmes or other semi formal situations to ju(lge the personal qualities
of individuals : their motivation, intellectual calil)er, willingness to learn etc. An invigorating
fact that has come to ligllt in this stucly is that a considerable number of lligllly motivated
individuals do seem to exist in the system and some states have succeeded in placing them as
resource persons. Recruiting these persons and evolving transparent metlloclologies for such
recruitment is an issue that needs careful consideration. On no account can routine
selection procedures based on formal qualifications and number of years of experience or
seniority lead us to the rigllt resource personmn. There is need to consider the lollowing

questions in state specilic contexts:

What are the qua[ities gf an ideal resource person, inte[[ectuaffy and in terms (y‘
Jaersonafity ?

What are the most suitable mechanisms for sefecting such resource _persons?
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Another point that needs careful consideration is the number of persons needed at these
resource centres to provicle effective academic support. Our case studies suggest that states
with successful resource centres have tended to clevelop teams of resource persons as against a
single inclivi(iual, who stimulate as well as support each other. Academic resource support is
an activity that requires discussion, prol)lem solving and various kinds of human interaction.
It needs to be considered caretully in this context whether a single coordinator at the cluster
level can indeed be effective. It also needs to be considered whether the coordinators should
be supporte(l l)y resource groups or encourage(l in some way to form teams with other cluster
coordinators to discuss and solve prolalems.

This documentation has t)rougl'it out an amazing willingness to learn and experiment among
resource teachers. More successful states have fostered this potential tlirougli training
programmes, exposure visits and involvement of resource persons in (lesigning texthooks,
training modules etc. If a resource person is really to act as gui(le and mentor to the teacher,
the un(lerstancling and lznowleclge of the resource person himself or herself needs to be (leep

as well as wide. A question that needs careful consideration is:

P T . P

What kinds (_)f capacities do we need to c{evefo]r in our resource persons?

If sound knowfeo{ge g‘ pedagoqy is one g[ these, how is this to be fostered?

A systematic capacity l)uil(iing‘ effort over time, possil)ly 2-3 years, which includes all the
varying skills that resource persons need is ot)viously indicated. The nature of this capacity
buil«iing could be quite complex. Resource persons need to understand not just their roles
and functions but also basic peclagogic issues i.e. how children learn, what motivates them,
learning ot language, matliematics, management ot ittie classroom an(i several otlier issues in
great (leptli. A resource person who does not have a view on these basic pectagogic issues, who
has not tliouglit about tl'iem, experimented with ttiem, is not a real resource person. The
school visits and cluster meetings of such a resource person may yiel(l little. Consequently,
careful attention to the capacity t)uilcling of these resource persons and their systematic
clevelopment would form the bedrock of any policy to (levelop resource centres.

It needs to be pointe(l out that the Clevelopment of a resource person in terms of lznowleclge
and skills clepencls partly on exposure to new ideas and programmes as the example of metric
mela in Karnataka stiowecl, and partly on his or her experience with teachers and ctiilclren, as
the experience with Kerala illustrates. The rootedness of the resource centre in the processes
of the school, the intensity of interaction with teachers, regular participation in the
classroom is as important a source of strengtl'i as is learning from others. In fact, cteveloping
a resource person is a question of simultaneously allowing and encouraging him or her to

work intensively with teachers and provicling opportunities for learning from other sources.
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Our study revealed that the best resource centres function i)y estai)iishing strong links with
teacl'iers, the community and other institutions. Particularly, the sorting out of
administrative proi')lems that often arise in various meetings needs to be ensured. While in
this case stu(iy there was some evidence of these lin]zs, tiiey had often been iorge(i at a
personal level but institu’cionally tiiey were tenuous and incompiete. Uniortunateiy, in these
resource centres we did not find the DIETs playing a strong supportive role and cannot
tiiereiore, comment on its impact. The possii)iiity however, needs to be expioreci. Cer’tainiy a
network which will iieip the resource centres come across new ideas and practices needs to be

promotecl.

What are the kinds g‘ [inkages that resource centres need to establish with other
institutions?

It needs to be ensured that the issue of iinlzages is not dealt with in a simplistic manner in
terms of supervision. If in the name of linizages cluster and block resource centres i)egin
mereiy to supervise schools and DIETs in turn to supervise the resource centres, no great
benefit may emerge in terms of academic inputs. These 1inizages have to be formed in terms
of worizing togetiier and siiaring of ideas as in the case of trainers in Kerala who work with a
teacher in (ieveloping or (ioing a particular activity with children. Some of these iinieages may
be in the form of joint projects with the teacher too.

Talzing a iong look at what this stu(iy has i)rougiit out, cluster resource centres and block
resource centres are emerging as important new institutions. Observations of some of these
centres which have functioned well show cieariy that a resource centre cannot be created i)y
simpiy recruiting a suital)iy quaiiiie(i person and providing i)uii(iing and infrastructure. The
core of a resource centre lies in its practices, and these need to be visualised and
developed. How "good" a resource centre is or how "well" it functions is a function of what it
(ioes; the nature of support it provi(ies to the school tiirougii visits, meetings, training
programmes, iii)raries, seminars and its own speciai processes. With clear vision and goals at
the state level for these resource centres, it 1s possii:)le to det the rigiit people and provi(ie the
rigi'it kind of infrastructure. However, a resource centre needs not merely to be established but
needs also to grow continuously if it is to be a resource centre. Orientation in basic peciagogy
and new opportunities for iearning are ai)solu’ceiy necessary. Linieages with other institutions of
a kind that foster academic s’crengtii and rootedness in the schools can ultimateiy provicie
meaning to such resource centres.

All this said, it needs to be pointe(i out that this stuciy 18 poise(i at a time when DPEP is
nearing completion in piiase [ states, where the positive practices documented in these studies
have taken place. Such states are in the process of taizing their own decisions about

sustaining these resource centres and all of them seem to be unanimous about the
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usefulness of these centres. At the same time, these centres are l)eing set up as part of the
project in states where DPEP extended subsequently. The purpose of this stucly would be
served if plans for the future resource centres are influenced l)y the learning from this study

and if it can contribute towards the creation of vibrant and meaningful resource centres.
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A LAST COMMENT

s mentioned in the first cllapter, three of these case studies were presented to

representatives from all states. In the keen and sometimes contested deliberations that

ollowed, several issues emerged. Firstly, the varying vision that these states had
evolved of a "resource centre" was a point of much debate. While Kerala appeared to focus
intensely on the peclagogical processes, the main activity of its resource centres located in
detailed and exhaustive discussion about classroom transaction, resource centres of Assam
seemed to have moved out to the viﬂages, with academic activity (largely teaching learning
material preparation) only one of a myriad of others, such as convincing the VEC to build
an approach road to the sc}lool, developing local youths to fulfill teacher shortages and
participation in local cultural activities. In Madhya Pradesh the resource centres, rather than
developing institutionalised activities, aclapt swi{:tly to changing programme priorities, shilcting
from teacher training to data collection even to adult literacy and so on. In Karnataka and
Bihar, the resource centres mainly train teacl'lers, while attempting, as far as possi]:)le, a wider

spectrum of activities. Given this picture, the question that we encountered was:

Is a cluster or block resource centre a centre for academic acrivities only or should it
yerform administrative functions also?

Should it muin[y be a teacher training center?
What kindgfintemction should it have with the community? Should it become a

kind gf cultural centre _participating in many community activities or should its
interaction with the community remain limited to primary school }m{agogy?

While we could not arrive at a final answer, with the purists sticleing to the all important
"classroom processes” and others pointing to the interrela’cionship of administrative and
academic issues, there was a broad consensus that ’though block and cluster resource centres
may expan(l their {'uncti(_)ns to take care of some administrative issues, their academic
orientation should remain central. In other wor(ls, these centres need to concentrate on the
quality of the teaching learning process in schools and its improvement, and wandering too
far away from this main goal could be counterproduc’tive. Even activities oriented to the
community may be focussed on children's learning in the form of discussion of report cards,
drama festivals, drawing exhibitions, meetings with the parents etc. rather than mere general
cultural and social contact. Under this umbrella of agreement, it was clear that each state
may need to articulate clearly its vision of block and cluster resource centres and the
functions they are expec’ted to fulfill. A ][res]/r Jook at the roles o][ these centres at this point o][
time is important][or directed growth.
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If these centres are to be academic resource centres, committed to improving the teaching
iearning process in schools, the question arises as to what is the nature of activities that tiiey
ougilt to undertake and how should ’tiiey enrich the academic environment in the schools.
We have seen in our case studies that teacher training, cluster meetings and on site support
to the teacher have emergecl as the three major supportive and capacity iauii(iing modalities in
the resource centres. These too have evolved as for exampie in the form of "school
attachment programmes' in the case of Kerala and Karnataka. Some resource centres are
(ieveioping their own speciiic activities like organising events for children. However, in many
states the balance is skewed in favour of one particular activity oniy, speciaiiy teacher training
in Bihar and Karnataka. If these centres are indeed to be eﬁ[ective academic support and
resource centres there is an urgent requirement to assess the relative benefits of each of these
activities and focus on that particuiar blend that gives maximum results. The time o][ the
resource centre may be devoted to activities that are needed the most Zvy schools and teachers.

The above ideal mix of activities, i.e. teacher training, cluster meetings, school visits and
others as ’tiiey evolve, cannot be static over time. Depenciing on the needs experience(i i)y the
teachers, a centre may devote more or less time to one particuiar activity at a particu]ar
juncture. Which par’cicular activity 1s most needed at what time is an issue for the resource
centre to deliberate and decide upon, in consultation with the teachers and perilaps other
institutions such as DIETs and project personnei. OiJviously, a certain (iegree oiﬂexilai/ity in
the choice of activities would ilelp the centre cieveiop into a need based institution.

Linked to the issue of a flexible schedule of activities is the question of autonomy i.e.
whether these resource centres are actuaiiy free to conduct activities that appear the most

beneficial or are simpiy agencies for carrying out orders. In other words:

How should the resource centre decide its priorities, on the basis (j the demands
voiced Ey the schools and teachers or goa[s set Ey the state?

In order to be responsive to schools, what degree of autonomy should they have?

A pointer to the answer to this question is the exampie of Kerala, where resource persons
respon(i to the schools, while coiiai)orating cioseiy at the state level. In fact, the trainers at
the block level are part 0][ the state resource group. However, each state would need to decide its
own modalities.

It would be naive and simplistic at this point to suggest that "decentralization” or devolution
of certain "powers" to block and cluster resource centres would automaticaiiy make them
responsive to the schools and that tiiey would evolve an effective mix of activities. It needs to
be recalled that these practices of academic resource support are after all emerging practices

conducted with more or less success i)y these nascent institutions : the block and cluster
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resource centres. Indeed, we do not know how well equippea/ the resource persons are to
understand emerging neec]s, and how well tlzey can respond to them. The capacity of these
institutions to analyse neecls, pian, formulate strategies and move forward needs to
considered carefuiiy while clecicling on issues of autonomy.

However, while the capacities of many of these centres to respond to the needs of the school
may be iimite(i, it does appear from our case studies that some are now capai)ie of, and
ciamouring for, more autonomous action than ti'iey are allowed. Such autonomy, to the rigi'it
center, at the right time, 1n the rigi'it degree could streng’chen school support, as well as the
resource centre, and also reduce the work load at state and district level. A continuous watch
and assessment at the state level of the existing capacities of these centres would need to guide the
slow devolution o][ responsilai/ities and indepena’entfunctioning.

Our case studies have i)rougilt out that a resource centre is not static but grows. It may
i)egin as a teacher training centre but over time moves on to make cluster meetings its focal
activity. As resource persons learn, tiley may become more curious and look around more
izeeniy for resource material. These processes of cidanging and cleveioping have to be fostered
in any institution which is to become (iynamic. A (iegree of autonomy is ai)soiutely necessary
for such grow’cii to take piace.

Depending on the role envisageci for the center, the personnei appointe(i as coordinators and
resource persons and the processes of their selection may need to be reconsidered. Since
human resources form the core of the centres, selecting the rig’ht team would be critical.
In this case study states have exhibited novel and extremeiy effective ways of seiecting the
personnei. The best selection proce(iures are the ones in which an attempt is_ma(ie tilrougi'i
seminars, training programmes or other semi formal situations to ju(ige the personai qualities
of individuals : their motivation, intellectual caliber, Wiiiingness to learn etc. An invigorating
fact that has come to iigh’t in this stu(iy is that a considerable number of iligiliy motivated
individuals do seem to exist in the system and some states have succeeded in piacing them as
resource persons. Recruiting these persons and evoiving transparent metilotioiogies for such
recruitment is an issue that needs careful consideration. On no account can routine
selection proce(iures based on formal quaiiiica’tions and number of years of experience or
seniority lead us to the rigi'it resource person. There is need to consider the {oiiowing

questions in state speciiic contexts:

What are the quafities g( an ideal resource person, inteffectuaff_t; and in terms (_)f
Joersonafity ?

What are the most suitable mechanisms for selecting such resource persons?
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Another point that needs careful consideration is the number of persons needed at these
resource centres to provide effective academic support. Our case studies suggest that states
with successful resource centres have tended to develop teams of resource persons as against a
single individual, who stimulate as well as support each other. Academic resource support is
an activity that requires discussion, prolalem solving and various kinds of human interaction.
It needs to be considered caretully in this context whether a single coordinator at the cluster
level can indeed be effective. It also needs to be considered whether the coordinators should
be supporl:ed l’)y resource groups or encouraged in some way to form teams with other cluster
coordinators to discuss and solve prot)lems.

This documentation has t)rougllt out an amazing willingness to learn and experiment among
resource teachers. More successful states have fostered this potential ttirougli training
programmes, exposure visits and involvement of resource persons in designing textbooks,
training modules etc. If a resource person is really to act as guide and mentor to the teacher,
the understanding and lznowledge of the resource person himself or herself needs to be deep

as well as wide. A question that needs careful consideration is:

What kinds (jccgmcities do we need to c{evefqp in our resource persons?

y‘ sound know(ea{ge gf }Jea{agogy is one of these, how is this to be fostera{?

A systematic capacity l)uilding effort over time, possil)ly 2-3 years, which includes all the
varying skills that resource persons need is ol)viously indicated. The nature of this capacity
l)uilding could be quite complex. Resource persons need to understand not just their roles
and functions but also basic pedagogic issues i.e. how children learn, what motivates them,
learning of language, matllematics, management of the classroom and several other issues in
great deptli. A resource person who does not have a view on these basic pedagogic issues, who
has not tliougl'lt about tliem, experimented with tliem, is not a real resource person. The
school visits and cluster meetings of such a resource person may yield little. Consequently,
careful attention to the capacity l)uilding of these resource persons and their systematic
development would form the bedrock of any policy to develop resource centres.

It needs to be pointed out that the development of a resource person in terms of lznowledge
and skills depends partly on exposure to new ideas and programmes as the example of metric
mela in Karnataka stlowed, and partly on his or her experience with teachers and ctiildren, as
the experience with Kerala illustrates. The rootedness of the resource centre in the processes
of the school, the intensity of interaction with teachers, regular participation in the
classroom is as important a source of strengtl'i as is learning from others. In tact, developing
a resource person is a question of simultaneously allowing and encouraging him or her to

work intensively with teachers and providing opportunities for learning from other sources.
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Our study revealed that the best resource centres function })y establishing strong links with
teachers, the community and other institutions. Particularly, the sorting out of
administrative pro]olems that often arise in various meetings needs to be ensured. While in
this case study there was some evidence of these linles, tl'ley had often been {orged at a
personal level but ins’titutionauy ’they were tenuous and incomplete. Un£ortunate1y, in these
resource centres we did not find the DIETs playing a strong supportive role and cannot
t}lerefore, comment on its impact. The possil)ility however, needs to be explorecl. Certainly a
network which will help the resource centres come across new ideas and practices needs to be

promoted.

What are the kinds of [inkuges that resource centres need to establish with other
institutions?

It needs to he ensured that the issue of linleages is not dealt with in a simp]istic manner in
terms of supervision. If in the name of linlzages cluster and hlock resource centres l)egin
merely to supervise schools and DIETs in turn to supervise the resource centres, no great
benefit may emerge in terms of academic inputs. These linlzages have to be formed in terms
of worlzing together and sllaring of ideas as in the case of trainers in Kerala who work with a
teacher in developing or cloing a par’cicular activity with children. Some of these linlzages may
be in the form of joint projects with the teacher too.

Tal:zing a long look at what this study has })rought out, cluster resource centres and block
resource centres are emerging as important new institutions. Observations of some of these
centres which have functioned well show clearly that a resource centre cannot be created })y
simply recruiting a suita]aly qualified person and prdviding })uilding and infrastructure. The
core of a resource centre lies in its practices, and these need to be visualised and
developed. How "good" a resource centre is or how "well” it functions is a function of what it
does; the nature of support it provides to the school through visits, meetings, training
programmes, libraries, seminars and its own special processes. With clear vision and goals at
the state level for these resource centres, it is possible to get the right people and provide the
right kind of infrastructure. However, a resource centre needs not merely to be established but
needs also to grow continuously if it is to be a resource centre. Orientation in basic pedagogy
and new opportunities for learning are a]osolu’tely necessary. Linlaages with other institutions of
a kind that foster academic strength and rootedness in the schools can ul’tima’tely provicle
meaning to such resource centres.

All this said, it needs to be pointed out that this s’tudy is poised at a time when DPEP is
nearing completion n p}lase I states, where the positive practices documented in these studies
have taken place. Such states are in the process of ta]zing their own decisions about

sustaining’ these resource centres and aH o{ them seem to ]ae unanimous about the
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usefulness of these centres. At the same time, these centres are being set up as part of the
project in states where DPEP extended subsequently. The purpose of this stu(ly would be
served if plans for the future resource centres are influenced by the learning from this study

and if it can contribute towards the creation of vibrant and meaning{:ul resource centres.
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ANNEXURE

State District BRC CRC
Assam Morigaon Mayang Sri Sri Ramakrishna Bidya
Mandir
Makaria
Bhurbandha | Sidabari Hanimaraghat
Dhubri Golokguni Golokgunj
Bisondoi
Bihar Muzaffarpur Bonchaha Garhan
Motipur CRC Birahima Bagar
Muraul CRC Dholi Bagar
Karnataka Mandya Malavalli Poorigali
Kolar Gudibande Hamasandra
Pulisanioddu
Garudarcharalahalli
Iragreddihalli
Kerala Palakkad Cherpullassery | Detailed Interaction with 3
CRC coordinators
Pattambi Detailed Interaction with 2
CRC coordinators
Madhya Pradesh Betul Shahpur Bhayawai
Bhaura
Ghodadongri | Ghodadongri
Sarni
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ABBREVIATIONS AND WORD MEANINGS

AEQ Assistant BEducation Officer

BEQO Block Education Officer

BRC Block Resource Centre

BRG Block Resource Group

CAC Cluster Academic Coordinator

CLRG Cluster Level Resource Group

CRC Cluster Resource Centre

DIET District Institute of Education & Training

DPC District Project Coordinator

DPEP District Primary Education Programme

DPO District Project Office

DRG District Resource Group

Kalari School placement programme for trainers in Kerela
Literal Meaning: Training centre for martial arts, gymnasium, ancient village school (with a single teacher) family shrine.

Kinginikkoottam | Hand-on Training Programme for Teachers in Kerala

MTA Mother Teacher Association

NGO Non-governmental Organisation

PTA Parent Teacher Association

RPs Resource Persons

SCERT State Council for Educational reserach and Training

S Sub Inspector/School Inspector

SPO State Project Office

SRG State Resource Group

SWC School Working Committee

TLM Teaching Learning Material

VEC Village Education Committee

POA 1992 Plan of Action 1992

SOPT Special Orientation for Primary Teachers

PMOST Programme of Mass Orientation for School Teachers

MLL Minimum Levels of Learning

IED Integrated Education of the Disabled
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