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Chapter 1

INTRODUCTION

1.1
The Girls Primary Education Sector of CARE-India is guided by the vision that seeks to “improve access to relevant and quality education for children and adolescents in vulnerable communities leading to self development, productive citizenship and a learning society”.  

1.2
With this vision, the Girls Primary Education Project (GPEP) was launched as a pilot initiative in the district of Hardoi in Uttar Pradesh in 1996. CARE’s own understanding of education and educational issues was very limited at that time. However since the target group was the vulnerable sections of the society, who were also the educationally disadvantaged, the need was felt to develop and demonstrate a system of education which will equip them with skills that would help them to assert themselves in society. This was the way, it was felt, to ‘self development, productive citizenship and a learning society’. In Rajasthan, a similar initiative (based on the same vision and targeting the same vulnerable sections of the society) was started under the Project in 1999. In both the States, the project was implemented through partner NGOs – Sarvodaya Ashram and Vinoba Sewa Ashram in UP and Bodh Siksha Samity in Rajasthan.

1.3
This evaluation is being done at a time when the UP Project has completed its term and is presently in the extension phase, while the project in Rajasthan is only midway through. The objectives of the evaluation was to :

· Assess the progress against the overall goal and intermediate goals that the project worked upon

· Assess the contribution made in enabling partner NGOs institutional plans and capacities in working for primary education of the vulnerable children, specially girls.

· Assess the key strategies, processes, staff structures and systems of the program in achieving outcomes and impact

· Assess improvement in general vis-à-vis statistical indicators, specially in girls education

· Summarize the project and its achievements and to make recommendations for  on-going efforts.

1.4
The evaluation is based on the study of the existing documents with regard to the programme and the impressions gathered during Field Visits to the Project districts. The documents included various process documents, evaluative studies, monitoring and evaluation reports and quantitative data provided by CARE as well as by the NGOs.  Most of the documents were found to be of a very high quality and were immensely informative. A special mention needs to be made of the process document for Community Mobilisation in UP ( The way forward… by Sandeep Majhi) and the Evaluation Study of teaching processes by CIE, Delhi.

1.5
The Field Visit was undertaken in two groups. A Team of Dr. Gaysu Arvind and Sourav Banerjee visited Hardoi in Uttar Pradesh – they were accompanied by Chitra  & Kokila   from CIHQ and Vikas & Jami from the State office. The Team to Rajasthan comprised of Dr. Suman Sachdeva and L.K. Lohmi – they were accompanied by Sunisha & Pragati from CIHQ and Pushpa from the State office. 

1.6
During the Field Visit efforts were made to gauge the impact of the programme through interviews and discussions with the various stakeholders. The Team visited the various alternative schooling models (FEC, Bodhshala), adolescent girls centers (Udaan, Kishori Samoohs) and pre school centers demonstrated through the project and also visited Govt. formal schools to judge the impact of the Project on the larger system.   Extensive discussions were held with the CARE functionaries (at the Headquarters and State level) and the NGO personnel  - interactions were also held with the community, teachers and children to get insight and perceptions about the project. 

1.7
The observations in the following chapters are based on a reflective analysis of the primary and secondary information and may be seen as supplementary to the various in-depth studies.
1.8
Since there is a considerable variation in the background of the Project in the two states, care has been taken to evaluate the two projects in respect to their own context. The project interventions have been analysed separately and project impact has also been listed separately for the two states. There is however an Executive Summary, which attempts to create a link between the two State reports and make a comparative assessment (in terms of strengths and weaknesses of interventions), wherever possible.  

1.9
The team would like to thank CARE India and the NGOs – Sarvodaya Ashram and Vinoba Sewa Ashram in Hardoi and Bodh Siksha Samiti in Alwar -  for their hospitality. It also appreciates the transparency shown by the personnel of the organisations in sharing information and in their discussions. Regards are also due to the community, teachers and children who forthrightly interacted to share their perceptions and experiences during the course of interaction. 

Chapter 2

EXECUTIVE SUMMARY
2.1
The Girls Primary Education Project (GPEP) was launched in the two Blocks of Hardoi district (Tadiyawan and Pihani) of UP as a pilot initiative in 1996. The project, having officially ended in 2001 is presently in the extension phase. In Rajasthan, the project was initiated in 1999 in the Thanagazi block of Alwar district and is presently midway through.

2.2
In both the States, the project was implemented in partnership with local NGOs and was guided by the same vision - ‘ improved access to relevant and quality education for children and adolescents in vulnerable communities’. The broad strategies employed were also the same viz. generation of demand through community mobilization, provision of schooling facilities, special interventions for pre school children and adolescents and demonstration of an innovative system of teaching learning.
2.3
But the similarities ended there. The background in which the project started was significantly different in the two states. 
When the UP programme started, CARE’s own understanding of education and educational issues was very limited. The partner NGOs chosen (Vinoba Sewa Ashram and Sarvodaya Ashram) also did not have any specialization in the field of education. The project conceptualization and planning was therefore a collaborative effort, between CARE, the NGOs and independent experts (hired by CARE).

In Rajasthan, the partner NGO (Bodh Siksha Samity) was already an established organization working in the field of education. Most of the project conceptualization and planning was done at the NGO level. The NGO in turn partnered with both CARE and the AKF. The role of these agencies were of a supportive nature – apart from providing financial and logistic support, they were involved in assisting the NGO in implementing the strategy.  The government also became a partner in the process at a later date. The partnership here was therefore much more mature and multi-dimensional with the NGO taking the lead.  

2.4
There was also a difference in the baseline from which these two projects started, even though the goal, the intermediate goals and the log frame indicators are the same for both the projects.

The female literacy in the two blocks of Hardoi were 18% (Tadiyawan) and 12% (Pihani) and the overall girls enrolment was 50%. The existing formal school system was in a sorry state with a large number of school less habitations and very high teacher pupil ratios. Crime, alcoholism and early marriage were the main social deterrents to education. 

Thanagazi had even worse educational indicators with 9% female literacy and 18% girls enrolment – a large number of girls were engaged in the carpet weaving industry. The rugged terrain of the block made access to educational facilities a difficult proposition. However, the advantage with Thanagazi was that being a Lok Jumbish Block, some initial microplanning and community awareness exercise had already been conducted.

The above differences in the project context led to a variation in the approach towards each of the interventions.

2.5
Community mobilization : The objective of the community mobilization strategies was primarily to create a demand for education, followed by environment building, identification of children, motivating the community to manage the schools and providing support for the same.

The mobilization interventions in UP were a two step process. As a first step, the NGO recruited Village level Workers (VLW) who were to create a general awareness towards education through campaigns, meetings etc. These VLWs were local residents (mostly female) having a good rapport with the villagers and a strong social commitment.

The second step in the process revolved round the formation of the Mother’s Groups (MG), which was basically guided by two factors:

1. Firstly the fact that the Village Education Committees (VEC), formed through Government Order, were defunct institutions. There was therefore a need for a separate community based organization to promote the cause of education.

2. Secondly, based on a study conducted by Beri Levinger, it was argued that mothers played the most significant role in determining whether girls go to school.  

Both the VLWs and the MG members have been instrumental in furthering the cause of education and has proved to be the necessary change agents in many villages. The training  (trained by the NGOs in association with CARE and external Consultants) and the continuous on-site support (provided through the training coordinator of the NGOs) have transformed these women into determined and confident ladies capable of putting forth their view, demanding their rights and taking a stand on social issues. In cases where there is a community school, the MGs are actively involved in the affairs of the school. There are increasing evidences of the MGs organizing meetings without any external facilitation. Parent Teacher Associations (PTA) have also been formed in the FECs as the next logical step towards community management of schools.

Whereas in Rajasthan the project addressed the community as a whole and did not deliberately constitute any groups – the assumption was that only powerful sections in the community dominate such groups and that each and every person in the community must be involved. The entire mobilization effort is therefore planned and executed by the NGO and its coordinators. The community interface was provided by the teacher who, in spite of being from outside the village, stayed in the village and interacted with the villagers. Here also, a very high level of community mobilization and motivation was achieved within a short span of time.

Even as both the models achieved the objectives of the intervention to a large extent, the limitations were also evident – specially since both the models were on display. In UP it was found that in small homogeneous habitations the MGs were very effective but the representation and active participation of all sections of women in these forum was becoming a major challenge in larger villages with varied social composition. A need for a ‘whole village’ approach was therefore felt in these cases.

Similarly in Rajasthan  it was felt that such a ‘whole village’ approach has not been able to specifically target women and other powerless groups adequately. Women were found to be underrepresented and less vocal in such forums and the need for a focused women’s group was evident.

A major strength of the UP model is in its sustainability. The VLWs and the MG members are all local residents – the project has built their capacity and confidence and has provided them a platform where they can raise developmental issues of various kinds. The structure is now self sustaining and this new found strength and power is likely to be exercised even without external (NGO) facilitation.  However in Rajasthan, the entire effort is driven by the NGO - the teacher, who does most of this facilitation is also not local. The Project here is only three years old and as of now the NGO has an overwhelming presence in the villages. It would be interesting to probe further on whether the ‘whole community’ has developed the capacity to form a forum and set the agenda for a discussion or discourse without being guided by an external agent. There is a danger that the level of community involvement might stagnate once the immediate goal of a proper functioning school is realized – the community may not be in a position to divert the agenda from education to other social issues by itself.

Both the systems thus have their positives and negatives and a mix of both would probably be ideal – to start with a whole village approach and finally focus on forming groups to specifically target the women and the powerless.

2.6     
Alternate schooling facilities : the alternate schooling facilities provided in both the states – Formal Equivalent Centres (FEC) in UP and the Bodhshalas in Rajasthan – are guided by similar considerations. The attempt was to provide access to education but with an equal concern to provide quality education. A demonstrated demand for education and a willingness on the part of the community to support the running of these centers was the basic criteria that guided opening of 50 FECs in Tadiyawan, 40 FECs in Pihani and 32 Bodhshalas in Thanagazi. In Tadiyawan and Pihani all of these were school less habitations while in Thanagazi there were 8 such villages which already had a formal school but a section of the children did not have social access to the school. A comparison of the two models in terms of their similarities and differences is presented below:


Formal Equivalent Centres - UP
Bodh shala (Raj)

Infrastructure
· Basic infrastructure and space provided by the community

· 4 FECs have pucca building constructed partly through community contributions (rest funded by CARE)

· Students charged fee of Rs. 10 per child
· Basic infrastructure and space provided by the community

· 19 out of the 32 Bodhshalas have pucca building constructed partly through community contributions (rest funded by the project)

· No fees charged

Curriculum and teaching learning
· No grades/ classes. Curriculum broken up into 2 Levels, 14 Phases. Children allowed to proceed at their own pace.

· Curriculum aimed at gaining the formal school competencies  as a minimum by end of Phase 14   

· Structured activity list corresponding to each phase

· No textbooks – variety of reading materials and TLMs

· Main subjects – Maths & Hindi. EVS integrated into curriculum, no English

· Student assessment through Phase Cards kept with teacher


· Curriculum equivalent to formal school curriculum as per grades

· Multilevel teaching within grade. Children allowed to proceed at their own pace

· Teachers follow notes taken during training as guiding principle for lesson planning. Training of teachers assume importance – no structured guidelines.

· No textbooks – variety of reading materials and TLMs 

· Subjects taught – Maths, Hindi, EVS, English (from class III)

· Extensive use of libraries

· Monthly assessment of students, yearly progress cards maintained. 

Teacher recruitment
· Local teachers, recruited by the NGO through interaction with a list of candidates provided by the community

· PTR 1:35

· Very few women teachers

· Honorarium – Rs. 1000
· Mostly from outside, recruited by the NGO through open advertisement

· Male teachers supposed to reside in the village. Women teachers from nearby areas.

· PTR 1:25

· Very few women teachers

· Honorarium  - as per a definite scale, starting with Rs 1800

Teacher qualification
· Intermediate, sometimes relaxed to Class X or even Class VIII pass in order to ensure local teacher
· Graduate, relaxed to Higher secondary in case of women candidates

Teacher training
· 5 days of training before each Phase, 20 days of w/shop, discussion in a year, monthly meeting with TCs (1day)

· extensive on site support through training coordinator
· 45 days induction trg., 30 days in service trg., 1 week per year subject trg., monthly 2 days w/shop

· extensive on site support through training coordinator

Sustainability
· In 19 habitations formal schools have been opened and the children of the FECs have been mainstreamed

· Individual cases of children getting admitted into formal school from FECs

· The NGO intends to run a selected number of FECs as demonstration projects
· Verbal assurance from Govt. received on the fact that no govt. school will be opened in habitations where there is a Bodhshala

Both the models have been able to demonstrate an effective teaching learning process and in their attempt to provide quality education to the most vulnerable groups has significantly departed from the conventional bureaucratic notion of the ‘education system’ – the ‘system’ through which schools are opened, teachers recruited and trained and the curriculum transacted. To that extent both the models provide not only an alternate school but also an ‘alternate’ education system. Pedagogy has been conceptualized to be more than the mere passive accumulation of techniques  and strategies : organizing  multi-age  and multi-grade  classroom, teacher  selection  and training, developing  child-friendly curriculum and evaluation  system – all  are interlinked and are the essential constituents  of the quality education being delivered. 

At the level of the community, for whom the intricacies  of ‘quality education’ is still not so easily comprehendable, the Project has provided a school within their habitation with a sensitive teacher and a comfortable teacher pupil ratio : to the community that has been exposed at best to a dismal govt. system till now, this has been a major step forward.

However, within this overall ‘feel good’ environment, it may be worthwhile to probe in detail on the strengths and shortcomings of both the models.
· The assumption in case of the FECs (UP) has been that the qualification of teachers is not important and what matters most is that they be local and sensitive to the children. The FEC teacher, being local, is able to strike an instant rapport with the community for which the Bodh teacher had to spend considerable time and effort. However, the Bodh teacher, once he/she starts residing with the community becomes equally acceptable and is at times taken more seriously by the villagers than a local person. 

· In both the cases there was a dearth of women teachers noticed, primarily because of the fact that there are a very few literate women available in the vicinity. However, in the case of the FECs, there is a possibility that more girls/ women would be available in the future as and when they themselves get educated. The Team observed one such instance where an adolescent girl, after passing through Udaan, is helping the FEC teacher of her village. Here the Bodh policy on teachers qualification and responsibilities (specially that of mobilizing the community) may be a deterrent towards more women getting into the system. For even if more girls/ women get access to primary education, it would be quite sometime before they acquire the necessary qualifications and are willing to go and teach in a different village. Besides, a women also has to attend to her family chores and it would be too much to expect a teacher to teach, manage her household and then perform the community mobilization activities that is expected of a Bodh teacher.

· The qualification of the FEC teacher however remains a serious issue.  The pitfalls of having an inadequately qualified teacher is still not evident, possibly due to the extensive training provided and due to the heavily structured curriculum.  This is fine in the Level 1 where competencies and activities are simpler. But as one moves to Level 2, the competencies get more complicated and a broader understanding of the curriculum is needed to transact a lesson - a  structured ‘spoon feeding’ approach may not work at this level. Also the formal system has recently introduced English and Sanskrit at the primary level, which is presently not covered in the FEC curriculum. Thus the need for a qualified teacher will be increasing felt, specially with more children moving to Level 2. The Bodh policy of going in for well qualified teachers therefore seem justified.
· A further area of concern in both the models is the excessive workload of the teachers. The teacher's job entails juggling many roles in one go : negotiating practical  technicalities  of teaching a  multi-age, multi-grade  group  on highly individualized basis;  teacher's  role as  a social transformer, bearer  and propagator  of value-system of the community; solution provider to the community's  wider social and educational  concerns,  the  job  of rising  to the challenges  and reconciling the numerous  requirements  often seems to  be  overwhelming. In the case of Bodh shalas the teacher has the additional responsibility of being the community interface of the NGO and therefore has a large amount of community mobilization activities as well. 

The danger is that such an excess of responsibility is ultimately going to affect the efficiency of the teacher. There is almost no time for the teacher to reflect and spent time on self development and creative persuits. Neither is the honorarium paid to them commensurate with their enormous responsibilities. Thus once the initial euphoria dies and motivation level comes down, teaching learning may tend to get reduced to mere enactment of a series of activities.

Therefore what may be an ideal is again a mix of both the models. A minimum of two teachers per school: at least one local teacher, even if he/she is not adequately qualified (preference to women teachers). Additionally there should be at least one qualified teacher to handle the higher classes, who need not necessarily be local. The issue of a minimum of two teachers may not be seen as a norm but a desirable situation – the responsibilities get distributed and the functioning of the school does not get affected even if one of the teachers is indisposed. In schools which have higher enrolment and more than two teachers, there can be a mix of both kind of teachers.

A major strong point of the Rajasthan model of alternate schooling is the way in which mainstreaming is being viewed. There has already been a verbal understanding between the NGO and the govt. to the effect that govt. schools would not be opened in habitations which have a Bodhshala. Mainstreaming here is therefore the children studying the entire primary cycle in these centres and then continuing their further studies in the formal setup. It is therefore more likely that these centers would continue as alternative schools (under the govt. of India EGS/AIE Scheme) contributing to the State government’s efforts towards universalisation.

The vision of mainstreaming is however hazy in the case of the FECs in UP. Here mainstreaming is seen as the FEC centers being replaced by formal schools as and when they are established. The result is that the children, who are studying in a different environment, are thrown back to the same insensitive system and are likely to drop out again. The capacity built up and the investment made on the teacher is also wasted.  At the same time the NGO also intends to run some of these centers on a demonstration basis in the long run. This also has its implications as it is not backed up by assurance that govt. formal schools will not be opened in these areas.  Thus unlike the Bodhshala student, the FEC student faces an uncertain future – a formal school may or may not open in the village and in case it does, the FEC may or may not shut down.

The issue of charging fees has also to be seen in the light of sustainability. The assumption was that fees would increase the stake of the community in the school. It can also contribute, albeit in a very small way, to the financial sustainability of the centers. However, it was observed that the fees, however nominal it might be, is acting as a hindrance in some cases. For the particularly disadvantaged sections of the society who still cannot distinguish between ‘education’ and ‘quality education’, the govt. school, along with its incentives, is a lucrative option. The fees in the FECs further distance this group from quality education. On the other hand there seem to be no conclusive evidence to prove that the fees contribute to an increased ownership of the school. There is also a danger that a fee charging FEC would be equated with a private initiative by the govt. and that would further reduce the chances of government taking up these centers under EGS.  

In UP therefore there is a need to arrive at an understanding with the govt., similar to that in Rajasthan, so that these centers are acknowledged as AIE interventions complimenting the government’s effort towards universalisation.

2.7
Schooling for Adolescent girls : strategies to provide education to the adolescent girls, who have never been to school or dropped out very early, has been a part of the project in both the States. While UP has tried out ‘Udaan’, a one year long residential camp, Kishori Samoohs have been set up in Rajasthan. The rational for providing separate schooling facility for these girls has been very appropriate as most of them, having never been to school during their school going age, feel shy and reluctant to attend school at this age. There is also considerable parental resistance to sending older girls to school.

Udaan has arguably been the most significant intervention of the UP project. The scientifically designed curriculum had made it possible for the girls to cover the entire five years formal curriculum in one years time and come out with flying colours. Almost all girls have cleared the Board Exams (class V) at the end of the course and about 85% of them continue their studies in the upper primary level. 

The formal learning has been matched by learning about others, including teachers, members of the community, engagement with the social issues. The social component of the curriculum is encouraging them to learn the nature and benefits of working co-operatively in a group, democratic procedures and decision making. It also generates a sense of confidence amongst these girls and equips them with skills to negotiate their life. 

Udaan benefited from the quality of teamwork among the teachers and other professionals.  This teamwork took place against a background of a culture of collaboration, cooperation and negotiation within the school as a whole. The general contextual setting of the NGO in which the project like Udaan is situated has also played a very important role. 

Compared to this, the interventions in the five Kishori Samoohs of Thanagazi has been very cursory. It basically provides the adolescent girls, who are usually engaged in carpet weaving, with basic reading and writing skills. The fact that these centers operate in the same premises of the Bodh shala and the girls are taught by the same teacher further dilutes the importance of the intervention.

There is a need to make this intervention further focused and develop a curriculum which would have a social learning component and lay importance to problems faced by the adolescents. Female teachers are a pre requisite to the success of such interventions, as has been demonstrated in Udaan. In fact, many of the successful components of Udaan can be weaved into the Kishori Samoohs.
2.8
Pre schooling : one of the interventions aimed at creating a demand for education has been towards strengthening of the pre school component. The objective was to grow a habit of schooling in the little child while also attempting to sensitise the mother.

There is however a basic difference in the approach adopted in the two states. In UP, the intervention was aimed at strengthening the existing anganwadis run through the ICDS. The anganwadi worker was trained in pre school activities and a play kit was provided to the child. As a result it is fraught with the same kind of problems evident in any other anganwadi – firstly the worker is overloaded with various kinds of work and hardly finds time to devout to the children and secondly, being mostly an outsider, she cannot play an effective role in sensitizing mothers towards education. The only achievement of the intervention has been that in these 29 anganwadis, the pre school children come to the center and play for some time (in most other anganwadis, the only time children are seen is when food is distributed) – pre schooling has at least come into the daily agenda of the centre.
In Rajasthan, the pre school intervention has been in 19 such habitations which do not have an anganwadi.  The pre school center therefore runs in the Bodh shala premises with the same timings. It also therefore helps to release the elder girls from sibling care – the younger sibling can attend the pre school while the older sibling attends the school (something that is not possible in an anganwadi center because of the different timings).

Another interesting feature is the involvement of village women as ‘mother teachers’ to look after the kids in the center. The mother teachers are selected for a period of six months, trained and paid an honorarium of Rupees seven hundred. These teachers are committed and enthusiastic and are replaced by another set in six months. In the process the project has generated a resource base of women volunteers who apart from furthering the cause of education, can play a role in other developmental activities also. 

The need now is to channelise the resource generated in the process to meaningful activities. These mother teachers can form ‘mothers groups’ as in UP and take up the responsibility of running the Bodhshalas in the long run.

2.9
Convergence with the Formal system : one of the major successes of the project in Rajasthan has been the convergence established with the formal system. A block plan has been developed and signed by DPEP and Bodh which focuses on strengthening formal schools by means of teacher training, workshops for BRCCs and CRCCS, regular visits of CRCCs and BRCCs to Bodhshalas. Para teachers trained by Bodh have also been recruited in the formal system. Regular meeting are also held between DPEP, Bodh and CARE. All these steps will go a long way in ensuring the sustainability of the project interventions. These steps also create a possibility that the project interventions, in spite of being limited to 32 villages, will be able to affect the larger system in the long run.

The same however cannot be said for the UP interventions. Effective convergence with the formal system is missing here – partly because of a lack of proactive initiative from the NGOs and partly because of the inefficiencies in the govt. system (frequent transfer of officials, non functioning of the various bodies and committees set up). A proposal to support the FEC centers and the Udaan camps through the Govt. of India programme of EGS & AIE is  yet to bear fruit.

This has also resulted in the fact that the project interventions have not been able to make a significant impact outside the FEC villages in UP – here it has managed to create a demand for education, but there is still no demand for ‘quality education’. As on date, the project impact (measured against indicators) would probably be the same in UP and Rajasthan – in spite of the fact that the project area in UP was 156 villages while it was only 32 villages in Rajasthan. One could therefore argue that the Rajasthan strategy of concentrating on a fewer number of villages and then using the results to impact the larger system was more sensible.

2.10
Capacity building : one of the major spin offs of the project in UP has been the capacity building that has taken place – both at the level of NGOs and CARE. Both the NGOs now have a dedicated set of training coordinators  and village level workers through which they can take up similar educational initiatives independently. All these functionaries now have an improved understanding of education and related issues.
The Thanagazi experience has also been a learning experience for the NGO. Though Bodh Siksha Samity had worked extensively in the field of education, it was a new experience for them to work in the rural areas. 

In the process CARE, as an organization, has also gained a lot of experience, specially in community related issues. The CARE project officers were a part of all the trainings, workshops and brainstorming with external experts and the NGOs and in the process developed their own understanding of education. The learning probably has been more pronounced in UP  - since both the partners were in the same level of understanding, a lot of cross learning and experimentation was facilitated.  

Chapter 3

BACKGROUND

2.1
 The Education Sector of CARE-India is guided by the vision that seeks to
“improve access to relevant and quality education for children and adolescents in vulnerable communities leading to self development, productive citizenship and a learning society”. The overall framework synchronizes with the Government of India’s goal of “Education for All”.

With this vision, the Girls Primary Education Project (GPEP) was launched as a pilot initiative, initially in the district of Hardoi in Uttar Pradesh and then subsequently in the district of Alwar in Rajasthan.      Since the target group was the vulnerable sections of the society, who were also the educationally disadvantaged, the need was felt to develop and demonstrate a system of education which will equip them with skills that would help them to assert themselves in society. This was the way, it was felt, to ‘self development, productive citizenship and a learning society’.

It was also decided to implement the project in partnership with local NGOs. This decision in UP was probably guided by the fact that given the lack of understanding about education within the organization, it would not have been prudent to venture for a direct intervention. The idea was also to improve capacities at the NGO level so that they are in a position to influence and further the above-mentioned vision of education at their own level. Based on the lessons learnt from UP, it was decided to partner with an NGO having  a strong base in education in case of Rajasthan.

2.2 Project Context 

A. Uttar Pradesh : The district Hardoi  is one of the western districts of Uttar Pradesh. At  the time of the initiation of  the project, the female  literacy levels of the two blocks selected, i.e. Tadiyawan   and  Pihani  was 18% and 12% respectively.  Selection of  Hardoi as the project  intervention area was also contingent on the  following concomitant  socio-economic factors :

· Large concentration of Scheduled Caste population

· Adverse sex ratio and very low female literacy rates

· Low demand for education compounded by a high rate of crime and alcoholism and a prevalence of early marriage and

· Defunct formal school system with a very high teacher pupil ratio (1:127) and an overall girls enrolment of about 50%.

· Presence of a possible partner NGO

A total of 156 revenue villages (387 hamlets) were covered under the project in the two blocks of Tadiyawan and Pihani. While the entire Tadiyawan block was covered, seven out of the eleven Nyay Panchayats were covered in Pihani. The initial project period was from 1996-2001. However since the operationalisation of the project took more time than envisaged (partly due to lack of experience of both the partners in this field), this led to a delay in subsequent project activities. The project therefore had to be extended to realize its goals – it is presently under an extension phase till 2004.  

B. Rajasthan :
Rajasthan has been historically recognised as one of the most backward state with respect to development, literacy and education indicators. The infant mortality rate at 85 is 10 percent higher than the national average, under 5 mortality at 127 is 8 points more and the maternal mortality rate is 10 points higher. Although the census 2001 has shown improvement in the overall literacy rates (an increase from 38.55 per cent to 61 per cent in 2001), the situation with respect to girls still remains poor, especially in hard to reach pockets and in places with social and economic constraints. District Alwar in Rajasthan is one such place and out of its 12 development blocks, Thanagazi block shows extremely worrisome status, especially for girls.

Out of the total population in the district, women comprise 47 per cent. However, as compared to approximately 79 percent literate males only 44 percent women are literate. In Thanagazi, the situation is even poor with only 26 percent women being literate as compared to 68 percent literate men. The sex ratio in the block is 904, much lower than the national average of 933. Female literacy rate in rural areas accounts for less thaN 9 per cent with less than 3 per cent literate women amongst SC/ST population.
About one-fourth of the villages (26 per cent) had 0 per cent female literacy rate in 1991.The project data shows 8.83 per cent female literacy in the block, 3.5 per cent for SC women and 2.6 per cent amongst ST women. 

Thanagazi includes a sizeable portion of forest (Sariska forests) and difficult hilly terrain (Aravalli hills). It is inhabited predominantly by nomadic population comprising of scheduled castes and scheduled tribes (33 per cent). Several habitations are notified mine areas (Jhiri marble mines) and one third of block’s population constitutes of agricultural workers. A large proportion of children, particularly girls are involved in carpet weaving, sibling care and doing odd jobs in mines. Against this backdrop, the Girls Primary Education Programme was initiated in 1999 as a response to the needs of the children, particularly girls in this block. It was selected for the programme intervention mainly                        due to low demand and lack of community participation in children’s education, girls inaccessibility to education especially in rural areas, irrelevant and poor quality of education, formal education system not fully able to address the specific needs of rural girls. At this point it is important to note that there had been some earlier efforts in the block in forma of Shiksha Karmi Programme and Sahaj Shiksha Programme of Lok Jumbish. However, with the withdrawal of the Lok Jumbish programme, the Sahaj Shiksha centres have been closed down and non expansion of Shiksha Karmi scheme brought in a lot of cynicism about the continuity of such efforts amongst the village community. Thus to build the trust of the community was a major challenge for the GPE. 

The project was initiated in one block (Thanagazi) of district Alwar and was meant to provide alternative learning opportunities in at least 15 villages. This low spread in comparison to Hardoi was a conscious decision taken primarily because the NGO partner was not willing to commit to working in a larger area (considering that they had not worked in such a rural area prior to this). It however went ahead to cover much more than the number envisaged and now covers 30 villages. 

2.3 Project Goals:

The overarching Goal of the project was to “increase the number of girls aged 6-14 years who successfully complete primary education in the project villages”. To accomplish this, the four intermediate goals set were:

· The demand for girls education to significantly increase in project villages

· Improved access to primary education to be available to the girls in the project villages

· Primary education provided through alternatives of primary schooling to be more relevant to girls leading to their overall development and

· Community based organizations in project villages to be effectively participating in decision making, planning and monitoring of educational activities for girls in the age group 6-14 years.

The overall Goal, the intermediary goals and their indicators were set in a logical framework for implementation.  At the State level the broad indicators of the project log frame were further broken down into project specific indicators.  In Uttar Pradesh, it was reported that a baseline survey was done at the initiation of the project. However, except for enrolment, no other baseline data was available to the Team.  In Rajasthan however, there was microplanning data available from Lok Jumbish. 

The log frame has gone through revisions and modifications and the present one was probably developed after the start of the project – it therefore might have taken into consideration the kind of data gaps and thus the indicators developed do not need to refer to baseline data.  Even then, the log frame was ambitious (as can be seen in the Chapter IV), in expecting significant changes. It also did not take into account the difference in the baseline social status in the two states  and sought to achieve similar results.

2.4 Project Management

A. Uttar Pradesh
To execute  the GPEP goals,  the community-based  NGOs  were identified  on the basis of their presence in the area and their experience of working on development issues with the community. Sarvodaya Ashram and Vinoba Sewa Ashram, both Gandhian organizations, were selected for partnership in Tadiyawan and Pihani blocks respectively. Each NGO team is headed by a Project Co-ordinator (PC) who has the overall responsibility for implementing the project activities. Beside this, there is a team of Training Co-ordinators (TCs), Village Level Workers (VLWs) and Teachers. 

The CARE organisation is headed by a Programme Manager based in Lucknow. There is a supporting post of a specialist also – in the first three years of the project there was a Community Mobilisation Officer while presently there is a Monitoring & Evaluation officer. At the field level there are two Field Officers who, apart from co-ordinating with the respective NGOs, also provide technical support as required.
B. Rajasthan

The project began with partnership with Bodh Shiksha Samiti, an NGO which has been implementing education programmes for over a decade, to fulfill the educational needs and requirements of the children of socially marginalized and deprived urban population. It  had a rich experience in education of urban deprived, an experienced team and was willing to work in a block showing extremely poor education indicators. For BODH, Thanagazi was a new area, with rural background and extremely difficult context as elaborated above. 

As BODH’s approach and strategies were in line with CARE’s  vision and goals with respect to primary education, the partnership was pursued with clear a stand on providing quality education to children in this block. Under the overarching goal of UEE, the project is implemented with flexibility in the strategies adopted. 

The project therefore is a partnership between the community, Bodh Shiksha Samiti and CARE India. While CARE India provide monetary support to the project and also technical expertise (if required by the NGO), Bodh is the main implementing agency facilitating the project. BODH also partners with Aga Khan Foundation (AKF) to work in the project area.

The processes which have been established at the level of two partner organizations are in the form of Programme review meetings of the joint working group as well as joint visits to the field activities by the functionaries. 

Organizational structure of CARE and BODH





This is a structured system Institutionalised for implementing the project and is in place. A joint working group has been established at the state level for programme review meetings and evolving strategies for implementation, monitoring of project implementation.

The PSG has been formally constituted. The Core implementing team is situated at the block level, comprising of coordinators, assistant coordinators, programme and office assistants. This team has been assigned various roles and responsibilities for project implementation and a critical role rests with the assistant coordinators who are involved in activity planning, teacher selection, training, establishing community linkages, monitoring and supervision activities.  While the overall structure is well envisaged and in place, the team feels that strengthening at this critical level will work a long way in enhancing the quality of efforts and ultimately in achievement of objectives. `With such intensive support expected from the coordinators, both in training, onsite support and supervision activities, it may be useful to enhance their number.
Discussions with agencies and NGO show that BODH developed the project strategies based on the assessment of 70 villages and habitations with respect to social and education situation. Strategies were also based on the data it collected from the field and existing Lok Jumbish’s microplanning data. Further, interaction with community helped to identify areas where schools could be opened. Out of the 70 habitations visited to understand problems and 50 were identified for intervention.

After the proposal was agreed to, the actual implementation of the project in a particular village was done only on the basis of community needs, motivation level and readiness to share a number of responsibilities (such as sending their children to school, contributing their time to school issues etc.) The team appreciates the planning process and recognizes intensive efforts towards constantly considering community issues in project planning.

 Chapter 4

PROJECT INTERVENTIONS

4.1 Uttar Pradesh

To achieve the goal entailed in the project log frame, the following strategies were adopted:

I
Community mobilization and demand generation through:

· Campaigns

· Formation of Mothers Groups (MG) and

· Strengthening of the pre school component in Anganwadis
II
Providing for schooling facilities through:

· Formal Equivalent Centres in access less habitations and

· Residential Camps (Udaan) for adolescent girls.

III
Interventions towards Quality Education.

To support these major strategies, there were simultaneous attempts towards :

· Capacity building of the NGOs and

· Setting up of monitoring and evaluation systems.
4.1.1
Community Mobilisation
The main focus of the community mobilisation campaign has been towards creating community awareness for importance of girls education and creating a demand for quality education. It was visualized to bring about the following changes :

· Develop appropriate environment conducive to education

· Increase demand for education among parents

· Develop an environment where community feels that working for education is their responsibility

· The community becomes active, aware and enterprising vis-à-vis education

· Remove social and psychological barriers to access

· Community to be sensitized to issues of gender inequity

· Community gets involvement in addressing the quality concern.

The NGOs played an important role in this phase – they recruited local Village Level Workers (VLW) who had a good rapport with the villagers and a strong social commitment. With their help, the NGOs organized marches and rallies (gram pheri), slogan writing, door to door contact, mass meetings, video shows and focussed group discussions as efforts towards mobilizing the community towards education. Stress was given on scientifically designing communication messages as well as approaches for their proper delivery. The community mobilization  drives used  education as  a tool to generate  and consolidate people's power.

4.1.1a
Mothers’ Group (MG)
Intensive  community mobilization  efforts led to the establishment of mother's groups in those villages where a demand had been generated to actively participate in education. These Groups, comprising  of nine to twelve members, included mothers of school age children, some grandmothers who were influential and other literate women in the village. Formation of  the mother's group enabled the community with its reservoir of  innate wisdom, idealism  and voluntarism to create  adequate  space in owning and supporting the educational initiatives. A total of 286 mothers groups were formed in phases over a period of one year – initially in the schoolless habitations and then in habitations/ villages that have a formal school. 

There were basically two factors that guided the formation of these groups:

Firstly the fact that the Village Education Committees (VEC), formed through Government Order, were defunct institutions. There was therefore a need for a separate community based organization to promote the cause of education.

Secondly, based on a study conducted by Beri Levinger, it was argued that mothers played the most significant role in determining whether girls go to school.  

The idea of constituting a mother’s group to further the cause of education has been an appropriate strategy as these groups have proved to be the necessary change agents in many villages. The training provided to these groups (trained by the NGOs in association with CARE and external Consultants) and the continuous on-site support provided by the Village Level Workers (VLWs) have transformed these women into determined and confident ladies capable of putting forth their view, demanding their rights and taking a stand on social issues. In cases where there is a community school, the MGs are actively involved in the affairs of the school. In four villages these groups have played a proactive role in generating resources from the village to construct a building for the school (after CARE provided for a matching grant).  . The entire process of this community mobilization and the formation and role of the mothers group has been beautifully captured by Sandeep Majhi in the process document titled ‘the unfolded story’. 

However a drawback in the entire process has been the strategy of adopting an uniform set of interventions across all communities – village level workers, mobilization campaigns and mothers groups were assumed to have the same effect in all habitations.  This was not to be the case. The small scattered habitations are relatively homogeneous in their social composition. The issue with regard to education in most such habitations was the non-availability of a school within the habitation. The challenge in such habitations was to break the ice (start talking about education to people who are largely unaware of the benefits of education). Once the school was there, the task of mobilizing parents to send their children to school was made much easier.

However, the situation in large villages is altogether different. There is a mix of social and economic groups and an equitable representation in the mothers group is a challenge. These are also villages that in most cases have a formal school and the community is already exposed to a dismal system of education. So questions like ‘why should I send my child to a school where nothing is taught’ becomes commonplace. The children not enrolled in these villages (usually most children are enrolled even if they do not go to school) are also the hardest to reach children, each of which may have to be tackled differently. So the mothers groups in these villages feel incapacitated in influencing the schooling experiences of their children. In the limited interaction that the Team had with such MGs, the impression was that the concept of ‘quality education’ vis-à-vis ‘education’ is also not very clear to them.
This basic difference in the ground realities does not seem to have informed the project interventions. The training that was provided to the mothers group members was uniform to all groups. In fact the focus of the project has largely been in the FEC villages and the MGs therein. While it should have been the other way round. The MGs in the larger villages with formal schools would have required additional  orientation and continuous on-site support to help them assert themselves. The linkage of the mother groups with the formal structures like the Panchayat, the VEC and more recently the MTA and PTAs also needed to have been strongly established in such villages.

Therefore, at this juncture the mothers groups can be placed at three levels:

· MGs in FEC setting - The MGs in the villages where community schools have been opened.  Here these groups are mostly active and vibrant. These groups have achieved their primary responsibility of bringing children to school and there is a possibility of them reaching a plateau for want of other avenues. The challenge here is to sustain the enthusiasm generated and channelise it into other areas of development like health, hygiene, women literacy, income generation and addressing larger social issues. An imminent danger is there if the dynamism engineered in the MGs is not equally matched and responded by concerned NGOs – it might lead to a sense of despair, helplessness and breach of trust and finally may result in the demise of the MGs. The need is to safeguard against the petering out of the momentum gained by the MGs.  

· MGs in FS setting - While the MGs in the villages where a formal school already existed needs to be reactivated and re-energised. Some extent of lobbying and re-strategizing would be required at govt. level to ensure that the MG members get represented in the formal groups of MTA, PTA and VEC. Thereafter they have to be provided with additional skills to negotiate the social dynamics of their village. 

· MGs in FECs merged or mainstreamed into FS – role of the MG changes when FEC gets merged with FS. The seemingly proper system of education gets subsumed by the larger system in which quality is of secondary importance. The Project should correspondingly equip MGs to take up their new role of influencing teaching learning process in schools and motivating the community to demand quality education from the formal school setup. 
4.1.1b
Umang
The third strategy adopted to create a demand for primary education was an intervention in the Anganwadis (pre school centers under ICDS) titled ‘Umang’. The objective was to place pre schooling in the agenda of the anganwadi so that it inculcates a habit of schooling in the smaller children A play kit was provided to the Anganwadi centres and the workers in these centres were trained in pre school education. On-site support is provided to these workers to plan their activities – they are also provided a three days training every six months in which hard spots are discussed. The intervention was however very cursory as the coverage was limited (only 29 anganwadis in the project area) and the anganwadi worker is already overloaded with a lot of responsibilities. The fact that the ICDS support of foodgrains to these centres have been withdrawn has made it more difficult to get in children to these centres.

4.1.2
Provision of Schooling Facilities
A logical corollary to creation of demand was provision of access to schooling facilities. The issue was  addressed at  two levels:

4.1.2a
Formal Equivalent Centres (FEC)
In the habitations that had no access to a formal school (either physical or social), Formal Equivalent Centres (FEC) were opened to cater for the demand generated. 90 such centres were opened (in three phases of 20, 30and 40 centres) in habitations where there was demonstrated demand for education and the community was willing to support the running of the centre. The infrastructure (space for learning) was made available by the community and they also paid for 20% of the teachers honorarium. Apart from this the community was also involved in appointment of a local teacher, functioning of the centre, deciding the school calendar, teacher and children attendance and providing local material that can be used as TLM. At a later date a Center Management Committee was formed to run the center, which comprised of mother group members and a few interested male members of the village. 

The children were taught in a multi-level, multi-age approach – the entire curriculum was broken up into two levels and 14 phases to allow a child to learn at his/her own pace. Joyful, activity based teaching-learning was the essence of the pedagogy being followed. 

The teachers were recruited by the NGOs after interaction with a shortlist of candidates nominated by the community. The minimum qualification for the teacher was intermediate, which was further relaxed in certain cases - there are teachers who have studied upto class X or even class VIII. The NGOs did not place much importance to the academic qualification of the teacher – being a local person and being sensitive to the children were considered to be of greater importance. Each teacher is provided an average three days training before each phase- in addition there is 20 days of workshop/ discussions  at the NGO level to discuss transaction issues  and hardspots. This is apart from the extensive on site support provided by training co-ordinators and project co-ordinator of the NGO and Field Officer and Consultants of CARE. The teachers are paid a monthly honorarium of Rs. 1000/-.

The cost of the centre works out to about Rs.1500/- per child, which includes running cost of the center and expenses towards community strengthening and  academic support. A nominal fees of Rs. 10/- is charged from each student. The fees is seen as a means of creating a sense of stake and ownership in the school rather than a means of generating resources to run the center.

Having started towards the end of 1999, no child has completed the entire curriculum till now. Hence the equivalence to the formal system, in terms of achievement, cannot be judged at this stage. However the vibrant school, the happy children, the sensitive teacher, the comfortable teacher pupil ratio (1: 35) and the reactions of the community (who felt that the children in these centres learn better than the children in the formal schools) is evidence enough that the FEC has been able to provide quality education to the children. There are also a number of cases where a child, after having reached a certain level in the FECs have got admission at a higher class in the formal school. 

It is a fact that these schools have managed to attract the children and their parents to education. Social appropriateness  of  these Centres further  get attested  in Gulhadiya Village -  where  schooling  was made socially  accessible to the  discriminated  children of dancing  community The reasons for this success has been threefold – the fact that there is a school within the habitation, there is a comfortable teacher-pupil ratio (the community is very clear of the fact that a very high teacher pupil ratio cannot ensure proper education) and there is an innovative teaching learning process. It would have been nice if the three interventions came at different points of time so that the contribution of each of these factors could have been separately assessed.  

The following observations seem to be justified at this stage:

· The strategy of appointing only local teachers resulted in most of teachers being male. Since female literacy in the area was low, it was difficult to get reasonably educated girls who could take on the responsibility of teaching. While appointing local teachers have definitely helped,  a larger proportion of female teachers would probably have made a further impact, specially in establishing a closed bond between the teacher and the Mother’s Group.  

· Role of  the teacher  vis-a'-vis  his/her  teaching  competencies  and educational profile seems  to be a  contentious  issue.  Firstly, the FEC teacher's  job  entails juggling  many roles in one go : negotiating practical  technicalities  of teaching a  multi-age, multi-grade  group  on highly individualized basis;  teacher's  role as  a social transformer, bearer  and propagator  of value-system of the community; solution provider to the community's  wider social and educational  concerns,  the  job  of rising  to the challenges  and reconciling the numerous  requirements  often seems to  be  overwhelming. 
Secondly, the qualification of the teacher also has a  decisive  role in the overall teaching learning process and so the preference given to local teachers over qualified teachers may be questioned. The pitfalls of having an inadequately qualified teacher is still not evident,   possibly due to the extensive training provided and due to the heavily structured curriculum.  This is fine in the Level 1 where competencies and activities are simpler. But as one moves to Level 2, the competencies get more complicated and a very structured ‘spoon feeding’ approach may not work. Also the formal system has recently introduced English and Sanskrit at the primary level, which is presently not covered in the FEC curriculum. Thus the need for a qualified teacher will be increasing felt, specially with more children moving to Level 2. A mix and match approach with a local teacher dealing with Level1 and a qualified teacher, not necessarily local, for Level 2, might have been a better idea.

In 19 of the 90 habitations, formal schools were subsequently opened by the government and the children from the FECs were mainstreamed into these schools. The FEC teacher has been posted in the formal school for a period of six months to help the FEC students cope up with the formal system. This approach towards mainstreaming seem to be more out of financial considerations (to lessen the financial burden of running a large number of centers) than being a well thought out strategy. The obvious questions that gets raised are:

Through mainstreaming, the children are thrown back to the same insensitive system and are likely to drop out again. The capacity built up and the investment made on the teacher is also wasted. This was also evident during the site visit where it was observed that the children from the FECs are getting lost in the large formal school setup. Though the FEC teacher is posted in the formal school to help out the children, he/she also feels incapacitated in dealing with a huge number of children – the PTR in govt. schools is more than 100 while in the FEC, where he/she taught, the PTR was only 30-35. The question then is that if these centers were supposed to demonstrate quality education, why is this effort to mainstream them, specially when neither the community is in a position to demand quality education from the mainstream system, nor is the formal system in a position to deliver it at this stage.

Sustaining the centres also has its own implications. Apart from the resources required, one also has to visualise the dynamics in case a govt. school is opened in the habitation. As it is, the gradual withdrawal of financial support to the NGOs by CARE has started  having its  toll, as in Pihani it was reported that the teachers were not getting regular honorarium – this would in turn affect the motivation level and the efficiency of the teacher. It would also be too far fetched to expect the community to run these centers entirely. If the NGOs have to run these centers in the long run, they have to generate resources for the same. Also, as and when a formal school opens in these habitations, a section of the students are likely to shift to the formal school, mainly for economic reasons. Appropriate strategies therefore are to be developed to prevent these centres getting limited to isolated centres of excellence. 

The project at this stage should therefore get into a mode of reflection and brainstorming on the role of these centers in the long run. A probable way out could be the government’s recognition of these centers (along with its curriculum and pedagogy) as alternative schools under the Govt. of India Scheme of EGS & AIE.

4.1.2b
Udaan

Midway through the project, it was realised that the out-of-school adolescent girls were being left out in the process. Being overage, they are reluctant to come back to the schooling system and are eventually married off at an early age. Sarvodaya Ashram, one of the NGOs came up with the proposal for ‘Udaan’ a residential camp for providing schooling facilities to adolescent girls who have never been to school or dropped out at a very early age.  In the one year residential camp, organised in the NGO campus, the girls were taken through a condensed curriculum covering competencies of classes I-V. At the end of the year the girls sit for the board exam conducted by the government. The initial objective was to expose these girls to primary schooling and basic life skills before they are married off. However the experience has been so overwhelming that girls come back from the camp confident and determined to study further. About 85% of the girls have been found to have continued studies in the upper primary level. Their results in the Board exam is also a salient point – almost all girls clear the exam with a high percentage of them being placed in the Ist Division.  

UDAAN achievements at a glance……..


Enrolment
Drop out
Girls continuing education in UPS

UDAAN 1 1999-2000
100
4
85

UDAAN 2

2000-2001
101
4
78

UDAAN 3

2001-2002
101
NIL
86

UDAAN 4

2002-2003
102
NIL


One of the greatest achievement of the Udaan Programme is that girls, who had lost all hopes of education, are getting educated and the total transformation is to be seen to be believed. There are visible instances of self discovery, a realisation of abilities and interest, and a ‘coming –out’ of a ‘new-found’ confident self. The Udaan group developed a special culture that many of the adolescent girls have never experienced before. The experience has ‘changed her life’. She would not be ‘the same person again’. It had made her ‘happier’ and ‘more positive’, given ‘meaning to life’, given her ‘confidence’, ‘hope’, and made ‘everything worthwhile’. 

In the  educational setting of  Udaan, the girls  are empowered to develop strategies that are protective against overwhelming social and gender domination and  repression.  They are encouraged  to develop their own space and to defend this space from intrusion. Coping strategies  engineered  by  social component of the curriculum enabled  girls to gain  more power & influence  and encouraged them to constitute  themselves  as ‘subjects’ of their own decisions  instead  of succumbing meekly  to other  dominant voices in their social milieu.

Learning about oneself was matched by learning about others, including teachers, members of the community, engagement with the social issues. Barriers of social class, status, role and structures are being transcended to some degree. The social component of the curriculum is encouraging them to learn the nature and benefits of working co-operatively in a group, democratic procedures and decision making. 

Udaan benefited from the quality of teamwork among the teachers and other professionals. Their roles interlocked, with the teachers accepting general responsibility and the professionals providing specialist expertise. This teamwork took place against a background of a culture of collaboration, cooperation and negotiation within the school as a whole. The general contextual setting of the NGO in which the project like Udaan is situated is as important. Institutional philosophy, value system, commitment and linkages of trust with the community were the essential pre-requisites. 

The cost of the camp is Rs. 12,00,000 for a camp of 100 girls or about 
Rs. 12,600 per girl. Though it is  a high investment, it is definitely worth the investment (and in anyway the investment on a child during 5 years of schooling in the government system is not less than Rs. 10,000).

Thus Udaan symbolizes an education initiative that till now seemed legitimated in principle but unrealised in practice. However, it has been possible because of a number of factors – the environment within the NGO campus, the very close relationship that the teachers share with the students, the extensively designed curriculum and the continuous academic support. These contextual pre-requisites therefore have to be defined as stringently met before any attempt is made to replicate of upscale a project like Udaan.

4.1.3
Intervention towards Quality Education
Learning, curriculum and assessment are  at the core  of  any quality  bound education process. GPEP in its attempt to provide quality education to the most vulnerable groups has significantly  departed from the conventional bureaucratic notion of education system. GPEP  is  an ‘alternative’  to the state driven education  system  that  tends to reduce  education merely to a  standardization and formalization of curriculum, routinized teacher-training, teaching and assessment – grades, textbooks, examinations, the whole  paraphernalia of  a ‘system’ at work.  

Educational setting of FEC  and Udaan  has  demonstrated  the creation of  an active  pedagogic space, the space where curriculum,  formal and informal, is being effectively constructed, enacted and  experienced. Pedagogy in GPEP  project is  conceptualized to be more than  the  mere passive  accumulation  of  techniques  and strategies : organizing  multi-age  and multi-grade  classroom, teacher  selection  and training, developing  child-friendly curriculum and evaluatory  system – all  were  conceptualized  to be the essential  constituents  of quality education. 

The curriculum for the FEC is divided into two levels – level 1 corresponding to classes I,II & III of the formal school and level 2 corresponding to classes IV and V. Each level is further subdivided into phases – 8 phases in level 1and 6 phases in level 2. The emphasis is on developing skills of communication, analytical thinking and problem solving within the child. The curriculum of Udaan is also a detailed one in which all the key competencies of the formal system is incorporated in addition to a separate social learning curriculum.

Learning tasks  were selected to motivate  and build on prior knowledge  and diverse ways of knowing; focus  on learning curriculum rather than  teaching  curriculum; process of  assessment  and evaluation  were  used  developmentally rather  than  judgmentally;  teacher-training entailed continuous and active  exploration of the interaction between  subject knowledge,  school knowledge  and pedagogy.

The transaction of the curriculum is based on a strong model of continuous teacher training and on-site support. Teacher training imparted to the FEC and UDAAN teachers enabled them to reflect upon issues related to the school and community relationship. The training gave them the theoretical foundation on which pedagogy is based, while the practical aspects and finer understanding evolved through their own field experiences, scaffolded and anchored through extensive sharing of ideas among fellow teachers in their annual, six monthly, monthly and weekly workshops and meetings. The teachers view their learners in a holistic manner embedded in the context of community to which they belonged. To sum up, the pedagogical approach was essentially “socio- cultural”. The children constructed and made meaning of their tasks by relating them to their context.     

However, some gaps persist in the existing educational dispensation of FECs. The teacher is too mentor driven (TC&PC) manual bound, ligatured to pre defined and pre structured student achievement levels spelled out in ‘Phase Cards’. In absence of space for teacher to engage in reflective teaching, to exercise his/ her judgment in deciding how to plan and act, danger of teaching learning getting mechanically routinized to merely circling children’s literary competencies is there. In the formative years of constituting and running FECs, the inadequate academic profile of the teacher might have warranted such a structured, PC-TC driven model of teacher development and curriculum transaction. However in the evolving and consolidating phase of FEC, teacher role should also be correspondingly get redefined. The teacher should be further empowered both professionally and academically. This capacity building should be independent of the training co-ordinators.

The need is to design a teacher’s resource handbook, which can be easily dipped into and from which ideas can be taken and developed. Selected issues, particular procedures and related practical activities be detailed out so that analysis and practical suggestions are readily accessible. The handbook should offer a broader context – the context of ‘extended professional’ – within which to reflect about teaching.  The suggested handbook is intended to provide comprehensive  self-directed  support for  school based  teacher education, in a form  which is  suitable  for  a wide  range of  educational contexts.

There is also a need to simplify the Phase Cards, both with reference to the curricular points which they entail and the manner in which they have to be filled. The study on teacher development by CIE also suggested that the curricular items listed in the phase cards could be re grouped and merged into broader categories to simplify the handling of the phase cards.

4.1.4
Capacity Building of  Organizations
4.1.4a Non-Government Organization: Since the programme was being implemented through the NGOs who did not have too much of an experience of education, building up their capacity was a key to the success of the programme. Capacity building of the NGOs was also necessary to create a resource institution that would be able to propagate the educational concepts being tried out. The CARE team of Field Officers, Programme officers and Consultants guided the NGOs through each of the interventions. The community mobilization strategies were developed in workshops in which both the CARE and the NGO teams participated. The module for training of the MGs (saarthi) was also initially developed by CARE consultants. The strategies for alternative schooling were also developed in brainstorming sessions between the two partners. The ‘curricular framework’ was mainly developed by CARE in consultation with experts. However it was discussed at length with the NGO partners and there was a basic consensus on the approach towards quality education.

The NGO project team was also exposed to similar initiatives in education in other parts of the country when they were sent to exposure trips to MV Foundation, BEP, Lok Jumbish, RGSM etc. in fact, the concept of Udaan also followed from these exposure visits. In the first year of Udaan the teacher training at every stage was done by external experts. However over the years, this capacity for training has percolated down to the NGO – training of teachers are now done by the TCs and the CARE field officers. In fact in the Training Co-ordinators the NGOs have a strong resource base who can be used for any similar kind of educational initiatives – they can even play a role in training of government school teachers.

The initial group of teachers of the FECs were trained at Lucknow by CARE consultants. Thereafter CARE support was limited to the training of the Co-ordinators, who in turn trained the teachers. CARE Field Officers are however present in the training sessions for the teachers. In terms of on-site support also, the Teacher-TC meeting are invariably attended by the CARE programme managers while the initial ones were attended by external consultants also. The ‘hand holding’ has reduced over time and the NGOs have developed the capacity of providing on site support. This is demonstrated by the fact that Sarvodaya Ashram has taken up a similar initiative in the Barabanki district of UP where they are involved in developing a similar model of teaching learning in alternative schools (upto class III) under a UNICEF scheme. Both the NGOs are in a position now to sustain the educational initiatives and academic support on their own. 

3.1.4b
CARE - At the inception of the GPEP project, CARE visualized its role as a catalytic agent that will set into motion the process of making quality education accessible to children outside the reach of the formal system by partnering with community based NGOs to implement the project. The CARE project officers were a part of all the trainings, workshops and brainstorming with external experts and in the process developed their own understanding of education. With the GPEP project stretching into the extension phase, it is commendable that education sector in CARE has gained enormously in terms of its own capacity building in the following discernable areas.

· Institutions capacity to undertake educational initiatives

· Human resources and expertise

· Ability to write documents, evolve the monitoring and evaluation tools and mechanisms

· Designing context specific intervention strategies.  

· Conceptualizing, planning, monitoring and evaluating the educational project.

· Sensitivity to perceive the nuances of the project 

· Ability to address issues related to education and finding solutions.

Thus the partnership has been mutually beneficial. While the increase in the NGO capacity is clearly evident, specially in the areas of educational planning and processes,  CARE as an organisation has also gained a lot of experience in community based processes  and today is in a position to take up such initiatives independently, which would not have been possible five years ago. It is however important to maintain this enormous resource generated and it would be unfortunate if the teams built upon both sides get disintegrated in course of time.

4.1.5
Monitoring and Evaluation
Monitoring and evaluation were envisaged at two levels. The teachers monitor the progress of the child in the FEC – he/she also keeps an account of their enrolment and attendance. The VLWs maintain a village education register and monitor the activities of the MGs. The village education register is a record of all the children in the village and their educational status. The TCs are responsible for monitoring the activities of the VLWs and teachers at the field level. Monitoring formats have been developed at each of these levels and regular meetings between the teachers and the VLWs with the TCs provide the review mechanisms. 

The field level data are collated at the TC level and discussed and reviewed at the NGO level in their monthly meetings. The NGO provides quarterly reports to CARE, reporting against each of the indicators of the log frame.  A computerised .MIS system is being planned in the near future to computerise all the data generated that can then be used to generate reports at various levels.

The highlight of the M&E system is the feedback that it gives about teaching learning process and identification of hardspots that need attention. However, basic educational indicators and progress made against them do not find much importance. In fact the only source of getting enrolment and retention figures are the village education registers. The monthly updation of the village education register is also a recent phenomenon. Previously for reporting progress against the educational indicators (like enrolment, dropout etc.) a few sample villages were surveyed in detail. The sampling might have been technically correct but the fact remains that sampling is an evaluation tool and not a monitoring tool. In a project whose coverage is only 156 villages a more exhaustive and regular updating of village level information should have been maintained (the last exhaustive survey of all villages was done in the year 2000). The following examples would highlight the shortcomings in the data capturing and analysis system:

· There is no record available on the exact number of adolescent girls (12-14yrs.) who have never attended school in the entire project area. This data is extremely important in planning for camps like Udaan or similar interventions.

· There is no proper data available on the drop out rate in the government schools. The general refrain has been that it is very difficult to collect data from government schools but this data could have been captured through a regular updating of village level data. This is in spite of the fact that in all schools visited it was found that the number of children in the lower classes was much more that those in the upper classes (this fact is also reflected in the quantitative study done by SRI and also admitted by the VLWs). Evidently incidence of dropout is quite high.

· In the village education register of Karnapur (which was visited by the team) it was observed that the number of children of 6 years in the village was 40 while the number of 13 and 14 year olds are only 8 and 10 respectively. The contradiction could not be explained. Such shrinkage in number of higher age group children were observed in a few other village education registers as well. There can be a number of reasons including villagers not being able to tell correct age of their children or children in the higher age group being left out in the survey – an ‘unlikely’ reason can also be the prevalence of early marriage of girls. Whatever be the reason it is important that the M&E system be able to identify such contradictions and probe into it in detail. 

It was felt that the data generated is presently being used for ground level implementation but not being used as a planning tool at a higher level. 

4.2 Rajasthan

In order to achieve the objectives set up in line with the larger goal of the project, essentially four types the strategies were adopted; 

· mobilizing community to create demand

· developing contextually appropriate initiatives to provide learning opportunities. This essentially involved opening of alternate schools called Bodhshalas

· improving the quality of education and making it relevant and contextual to the lives of children-this involved strengthening formal schools and sharing non-formal experiences with them 

· networking and partnering with local NGOs and other agencies

4.2.1
Community mobilization

Community participation has been addressed intensively in the project and that has emerged as a major strength of the programme. Given the difficult context of the district, especially with respect to education, an intensive strategy was adopted. This involved interaction with community groups on a daily basis, locating the teacher in the community for continuous dialogue, holding meetings to discuss school issues etc. In doing so the project addresses community as a whole and does not deliberately constitute any groups, as it is felt that only powerful sections in the community dominate such groups and that each and every person in the community must be involved. This has worked positively for the project in the sense of building rapport with the community, helping them to get involved in school issues. This strategy has worked more in smaller homogeneous villages, while in larger villages, perhaps a need is felt to concentrate on smaller sections of community, especially women.

The team feels that a community in Rajasthan have historically had certain groups either socially or economically alienated. Also, some powerless groups including women remain unaddressed if they are not specifically targeted. This is also highlighted in the evaluation report on community processes in Shikshanchal Programme, Gautam V, 2002, which finds no or little representation of women in meetings. The field visits also found women to be less involved. The team feels that there is no blanket approach which works to mobilise these groups and there is a need to address them specifically.

The NGO recognises this extremely important issue and attributes this to the rigid and traditional social context of the community which even hampers their (NGOs) own interaction with women. They feel it is important to initiate a beginning with these women by at least getting them in forums where community meets together and discusses issues. The selection of mother teachers for their ECD centres, on rotation basis, and constitution of kishori samoohs is also a step in this direction  Taking on from here, they intend to strategise further. The team agrees with this view and suggests intensive efforts in this direction.

PRIs have been given a lot of power in the 73rd constitutional amendment. Their active participation will go a long way in sustaining the project as well as in convergence with the formal system. The NGO has started to work in this direction by formally inviting them to community meetings. Concrete steps in this direction have yet to be undertaken.
The strategy for community mobilisation has been quite successful and the community has contributed a great deal in human and material resources. This includes donation of land for school, mobilising resources for construction of buildings, supervisory and monitoring support etc. There is now a need to take this further so that community takes initiative by itself . (For example, community meetings are normally facilitated and called by the project functionaries and are not a result of their own initiative. The frequency of such meetings is not regular and the attendance very thin. Thus, it may be useful to look for some strategies like requesting them to take up more responsibilities (Concerning enrolment, school issues) on rotation basis in order to ensure regularity of meetings.)

4.2.2
Alternate schooling

4.2.2a
Bodhshalas

In order to meet the learning needs of children, alternate learning opportunities are provided through centres called Bodhshalas. The selection of Bodhshalas is according to community’s demand. The coverage took into account areas where there were no schools or other education interventions. Also, in a few cases where the village was too large to accommodate all out of school children, these centres were opened. 

19 out of 32 Bodhshalas have pucca buildings, constructed through community efforts, with monetary contributions from donors and community. Buildings for rest of the schools are in pipeline. There are about 2-3 rooms in each schools but still one groups or the other has to be accommodated under a tree or in a verandah. Storage boxes have been provided in all schools.

Most centres have been able to target a large number of out of school children in the habitations. The teacher-pupil ratio is 1:25. Every bodhshala has about 2-3 teachers depending on this teacher-pupil ratio. The teacher stays in the village itself (except for female teachers who are normally placed close to their home village)

· Teacher recruitment

Teacher recruitment follows an intensive process where by based on the minimum criteria, teachers are selected by means of comprehension and passage writing, story/poem writing, group discussion and interview. There is a  direct open advertisement system. The criteria for selection was minimum qualification graduation for men, relaxed to higher secondary in case of women and willingness to stay in the village where bodhshala is established (women to be posted close to their home village). The above strategy helps Bodh to recruit qualified teachers who are able to take on the task of creatively handling curriculum and teaching-learning processes, which perhaps is not possible if there is a compromise with teacher qualification. However, in the bargain very few women teachers (15 out of 63) get recruited. The reason being very few qualified women available and ready to teach in villages. Out of the total applications received, only about one fourth were from women. About half of them were rejected as they could not clear the recruitment interview and test. 

While the team appreciates the recruitment process adopted and realises that even though teachers are not local, but as they reside in the village, they interact with community and become acceptable; the issue of appointing female teachers need to be addressed more forcefully. Learning lessons from other projects in the state, such as Lok Jumbish where similar problems were faced, it may be possible to initiate interventions such as Mahila Shikshan Kendras etc.
· Pedagogical input: curriculum

The curriculum used for Bodhshalas is based on the State curriculum. The methodology is enriched by activity-based teaching and the use of TLMs. No textbooks are followed but a variety of books are used. School libraries are provided in each bodhshala, having a collection of story books and others and is an appreciative input. 

The curriculum is divided into several units and teachers follow it according to the pace of children who are ultimately expected to achieve the competencies of Class V. While this methodology is appreciated, the field experience showed that the teachers tend to follow their notes taken during the training as the only guiding principle for lesson planning. It may be useful to provide them a structured document which defines the units in order to give direction to teachers. Discussions with Bodh revealed that they are also thinking on these lines and have initiated an exercise for the same.

English has been introduced in the state from class III onwards and Bodhshalas have also introduced it for children at the same level. For strengthening skills in this area, exposure visit to Loroto Convent in Kokalta was organized followed by one round of training by them.  The capacity of teachers still needs  to be strengthened to teach the subject and more inputs required in this area.

TLM is used in classrooms effectively and most of the teaching is undertaken by means of teaching aids. Materials provided by Bodh and teachers use it creatively for preparing TLMs. The requirement for material is sent every three months and BODH sends the supplies to the school. However, low cost material available in the vicinity should also be used frequently. It may be useful to acquaint teachers to use of material in the environment as well. A workshop for preparing new TLM could be organised to strengthen the use of different types of TLMs.

· Teacher training 

Project follows an intensive programme for teacher training. In fact it stresses most on providing ample academic and online support to teachers by means of a series of trainings planned for them both preservice and inservice. An induction training of 45 days in three phases focuses on attitudinal, motivational and academic aspects. Also, as the project builds a lot on community mobilisation, this aspect is incorporated in the training. This is followed by one month in service training after one year. Also, every year one week training in academic subjects is provided. Supplementing these are monthly 2 days workshops held at cluster level. Along with these are the support visits by assistant coordinators to each school at least every month. During this visit the coordinator even stays back in the village if need be and interacts with the community as well providing intense support to the teachers.

The above is appreciated as providing intensive support to teacher clearly recognising the critical role played by the teacher in the project. The team has certain observations regarding the training in academic subject. It is felt that there is significant focus on strengthening the attitudinal, motivational skills and dealing with social issues. The subject skills are handled during the later part of the trainings as well as in in-service training. 
There seems to be limited focus on gender issues in training. As the programme is specific for girls and the state also is ridden with problems for girls and women, there must be a deliberate effort on gender sensitization, more so as most teachers are males. 

The training is conducted by trainers from Bodh. These are the coordinators and assistant coordiantors. While the team recognises immense capacity in this group, it also realises the need for their growth in terms of capacity building by means of structured training programmes. Discussions with this group revealed a need to strengthen their academic competencies. Also, the group felt the need to be exposed to current external pedagogical thinking. The team appreciates the exposure visits organised for the group from time to time which leads to a lot of learning. However, this needs to be supplemented by a growth plan for the shikshanchal team.
· Teacher’s role

Recognising the key role of teacher, the project lays a lot of emphasis in providing ample support to the teacher and in demanding regular feedback from him/her. The roles and responsibilities of teacher are well defined and are transparent even for the community, which is also assigned a significant part in monitoring teachers’ role. The teacher is expected to contribute a significant proportion of his time in interacting with the community every day on issues like girls enrolment, retention in schools, parents roles in education of children etc. This has positive implications for quality of school as well as in strengthening school-community interface. 

The teacher is expected to provide relevant and timely information to project functionaries as part of their monitoring and planning exercise. This strengthens the feedback mechanism of the project and guides the planning of monthly workshops according the needs of the teacher. There is also a significant role of providing quality education to children by utilising one’s own creativity to teach children by means of activity based approach. For this TLM is made by the teacher, a record of each child is maintained and taken into account, every day lesson planning is undertaken, use of supplementary books for teaching  is made and other ways employed for meaningfully transacting the curriculum. 

The teachers are being able to fulfill these multifaceted roles constructively, which can be recognised through the teacher’s diary written every day describing their experiences in the environment, lesson plans made every day for the next day, teacher diary on work accomplished every day in school, record of each child noted every day, TLMs made by him/her, a number of worksheets for each child in each subject for each level, monthly report detailing out the tasks undertaken and problems faced during teaching for submitting to the project coordinators, community registers normally filled in by the teacher.

During the discussions, the NGO explained that all the above tasks are undertaken by the teacher spontaneously and willingly without feeling any burden on themselves. This has become an integral part of their teaching as they were active partners in the development of this process.

The team appreciates varied ways of involving as well as monitoring teacher activities in school and community. However, it also feels that the teacher may be stressed out by undertaking the task of churning out such tedious reports, consolidated documents, day after day and after a while there is a danger of mechanically filling out reports which are neither useful nor meaningful. Also, there may be implications of this on quality teaching in schools. Thus the frequency of submitting such reports may be looked into in light of their efficacy in the entire teaching-leaning system.

An interesting methodology is adopted to transact curriculum according to the readiness of each child for a particular subject. Here, the class is divided into levels according to the skills achieved by children. The teacher keeps a record of the achievement of each child and moves him/her to the next level if he/she is able to master particular competencies set for the specific level. For each level there are sub groups. This is a tedious exercise, conducted for each subject for each child throughout the day, which the teachers seem to undertake this task reasonably well. The team appreciates that there is no pressure on children by means of examination and that the pace of each child’s learning is recognised but cautions that this needs immense skills in management of each learning group competency wise so as to ensure the quality and the teachers may find it difficult to do so beyond a point of time. The same has been noted by the Evaluation study of teacher development processes, Ranganathan N, Gemini N, 2002. It may also be useful to probe the readiness of children for each level more explicitly. 

· Pupil Assessment

An assessment procedure followed for each child involves: 

· Reflection of teachers everyday for each child

· Pace of learning of each child noted every day

· Monthly assessment 

· Yearly progress report prepared for each child.

The ultimate yardstick to see if the children have learnt, is measured through the State examination at Class V level. For this immense preparation of the child is undertaken a year before he/she takes the exam. 

The team appreciates the intensiveness of this approach and suggests that it may be useful to probe if all these are actually leading to an increase in competencies and skills needs to be studied indepth. Also, it may be worthwhile to explore whether the intensive exercise followed during classroom transactions is responds  to the creativity, inquisiteness and enquiry of children or not.

4.2.2b
Kishori Samoohs

Five Kishori samoohs have been formed in order to provide access to girls who have never enrolled in schools or are dropouts. These are mainly working children, involved largely in carpet weaving. Initiation of Kishori samoohs is a part of gender strategy for bodh as it brings girls out of their households into the purview of education. The fact that some girls are attending the samoohs reflects a move against inhibition for girls participation in education.

While this strategy is appreciated, it is felt that this intervention needs to be strengthened in terms of pedagogic inputs and follow up. The basic curriculum followed in the samoohs only focuses on basic reading and writing skills. It may be useful to address the needs of adolescent girls through an integrated curriculum providing achievement of life skills and other key issues. 

In some Kishori samoohs there are male teachers. This may hamper discussion on sensitive issues like life skills, reproductive health etc. Efforts need to be intensified to identify and recruit a separate female teacher especially trained, for this intervention.

As most of these girls are working, they need special schools with flexible timings, even door step schools. This is also the basic assumption followed by means of establishing kishori samoohs. However, certain specific inputs for this population vis-à-vis curriculum change specific to local needs, vocational skills, interventions at the family and community level also need attention and concerted efforts if the project wants to make a substantial difference in the lives of these girls. 
4.2.2c
Preschool Centres

The team appreciates the strategy of initiating 19 preschool centres in order to cater to 3-6 year olds and in bargain relieve their older siblings from their care so that they attend school. This intervention seems well planned and the mother teacher concept extremely useful. The mother teachers are selected for 6 months, trained and paid an honorarium of Rupees seven hundred. These teachers seem committed and enthusiastic and are aware that they will work for a short duration.

While these teachers seem to have expectations for continuity in the system even after their tenure is over, and feel slightly dejected on not being recruited again, the NGO considers is as yet another component of their gender strategy. It is of the view that by providing training, these women are exposed to new thinking and their confidence level is enhanced. Each trained teacher is expected to make a difference, albeit small, in the lives of their families, especially girls in the long run. Also, they are expected to be motivators in getting girls and out of school children to School. What remains to be seen is if this resource created is usefully tapped and their momentum maintained after they leave the centres.

The strategy seems meaningful and it may be worthwhile to probe it further and study if this human resource created is satisfactorily utilised in future or if there can be any other mechanism of involving this resource.

The ECD project needs a stronger footing by means of more investment in training of mother teachers, preparation of TLM. More interactive training modules needed to enhance reading, writing and thinking skills of mother teachers, especially due to the constraint of their being exposed to limited literacy. Menon M, ECD evaluation 2002 report is also in line with this recommendation. A process documentation of the programme will be useful for introspection and further directions.

4.2.3
Monitoring and Evaluation 
The project has a rich bank of data which is based on household survey conducted in 2001. The data consolidated at the initiation of project was also matched against this and authenticated. This is desegregated by gender and social categories and is also age and occupation specific. The project personnel propose to use this data in future planning and treat this as their baseline. The teachers are expected to update this data annually.

The project has a good monitoring system involving coordinators and assistant coordinators. The feedback system is also well established. To strengthen the vision on monitoring and to consolidate and use data at all levels, CARE has proposed to hold a workshop on MIS for teachers.

While the project does not have a tentative research plan, it did give emphasis to baseline and thus conducted a household survey to get desegregated data. Bodh has produced process documentation of the project and workshop reports etc. 

4.2.4
Convergence with formal system and Partnerships

The project has successfully attempted convergence at three levels:

· at the larger level with the formal system and DPEP by means of interacting in meetings, developing a block plan and discussing issues related to quality education. A block plan has been developed and signed by DPEP and Bodh which focuses on strengthening formal schools by means of teacher training, workshops for BRCCs and CRCCS, regular visits of CRCCs and BRCCs to bodhshalas.

· at the NGO level by means of supporting quality interventions in formal schools (teacher training), sharing experiences of bodhshalas by means of visits of cluster coordinators and teachers to bodhshalas.

at the community level by creating awareness about quality education, so much so that the community is actually pressurising for improvement in formal schools

Other than this, convergence with formal system is sought by means of mainstreaming. The children from Bodhshala are expected to appear for class V common examinations. Thereafter children who clear the examination are expected to enrol in class VI. 

Project also has a convergence with RGSJP (Rajiv Gandhi Pathshalas). There has been a mutual verbal understanding on not to open RGSJP schools in areas where bodhshalas are established.

On specific community demand, BODH started working with community in formal schools in December. The teacher–pupil being high, Para teacher trained by BODH was recruited. Initially, Bodh personnel contributed towards teacher salary which was later supported by the community. The school was adopted by means of intensive support targeted at it for enhancing quality of teaching-learning. The entire process  of teacher training, onsite support, exchange visit of formal school coordinators to Bodhshalas and Bodh coordinators to formal school clusters was supported. All these interventions seem to have contributed to a significant increase in enrolment and a perception of community on enhanced quality of teaching in these schools. This also established community awareness and sensitivity to quality of education.
Bodh has been converging with other agencies as well such as UNICEF and Aga Khan Foundation (AKF). There is also a proposal to link up water and sanitation project of UNICEF in Bodhshalas. AKF also supports the project in the block.

The team feels that all the above mentioned efforts will work a long way in building the sustainability component of the project. These efforts, especially with the formal system must be sustained with rigour in order to ensure that the benefits of the projects are sustained even after the project cycle is over.

One issue linked to mainstreaming of children from bodhshalas into formal schools is the requirement of additional support for these children. This is important to ensure that these children not only get enrolled but also remained in the system. As they have been taught by different methodology and now are placed in the traditional established system, they may thus need support to continue in the system and Bodh could offer support in this.
Chapter 5

PROJECT IMPACT

5.1
Progress against Project Goals

The impact of the project needs to be seen in respect of the progress made by the project against the goals set in the log frame. The following table gives the Evaluation Team’s assessment of the progress of the project. For the purpose of assessing progress, reference has been drawn to the quantitative study conducted by SRI and the Team’s own observation (based on discussion with the community, mothers groups, teachers, VLWs and other stakeholders) at the field. CARE’s own data and information on progress has also been taken into account.

Goal
Indicators
Progress – Uttar Pradesh
Progress - Rajasthan

Final Goal : to increase the number of girls of 6-14 years age in the 150 CARE supported villages in Uttar Pradesh who successfully complete primary education by 2001.


In the project villages 80% of the girls in the age group 6-14 will be enrolled either in formal schools or alternatives of primary education.


· Total enrolment is 79% in Pihani and 77% in Tadiyawan

· Girls enrolment has increased to 72% in Tadiyawan and 76% in Pihani (baseline around 50%).- SRI data
· In the FEC villages visited by the Team, all 6-14 girls were found to be enrolled in school.
· Enrolment of 6-11 years children increased 41 percent (from 40.80 in 1999 to 82.79 per cent in 2002). – SRI data

· Enrolment of girls in Thanagazi bodhshala villages increased from 20.08 in 1999 to 70.59 per cent in 2002.  – SRI data

· Enrolment of children in 3-5 yrs age group increased from 8.27% in 1999 to 50% in 2002. This is about 28% higher than the villages having no bodhshalas.

Enrolment of 6-14 yrs age group decreased in 14 out of 32 bodhshalas from 2001 to 2002 (children joined formal schools or due to familial/social constraints)


60% of the girls who enroll in Class I of formal school or the alternatives of primary education (FEC, Camps) will complete class V.


· Since the FECs started in 1999, completion upto class V cannot be judged at this stage

· Data on the completion rate in formal schools is not available

Of the 302 adolescent girls who have attended Udaan, almost all (8 dropouts) have completed primary education. (NGO data)
· 42 children graduated in 2002 out of a total of 1617 children. All children who appeared for class V examinations have cleared the test.

Kishori samoohs is a very recent initiative


The gap in the enrolment ratio of girls and boys would not be more than 10%.


· Gender gap in enrolment reduced form 19.32%(1997) to 9%(2002) in Tadiyawan and 11.37%(1997) to 6% (2002) in Pihani. (SRI data)

· Gender 
gap in enrolment reduced about 18 points (from 40.29 in 1999 to 22.65 per cent in 2002). – SRI data


80% of the girls enrolled in formal primary schools or equivalent alternatives for primary education attend at least 75% of the working days.


· Average attendance is 74% for boys and 76% for girls, as per SRI data. In FEC attendance is 90% compared to 70% in the formal schools

· Attendance is better in better in Tadiyawan than in Pihani

· There has been a marked improvement in attendance between Sept./ Dec 2001 and March/ June 2002

· All girls attending Udaan had 100% attendance (NGO data)
· At least 85% of enrolled children were attending bodhshalas at the time of the team visit. Bodhshala registers showed an extremely good attendance of all enrolled children.

Attendance of adolescent girls in Kishori samooh is also reasonable

Intermediate Goal  1: By June 2001, the demand for girls education will significantly increase in the 150 CARE supported ICDS villages
80% of the girls in the age group 6-14 years enrolled in formal primary schools or equivalent alternatives of primary education


· Girls enrolment has increased to 72% in Tadiyawan and 76% in Pihani (baseline around 50%).

· In the FEC villages visited by the Team, all 6-14 girls were found to be enrolled in school.


· Enrolment of girls in Thanagazi bodhshala villages has showed a significant leap from 20.08 in 1999 to 70.59 per cent in 2002.


50% reduction in girls primary education dropout rates
· In the FECs of Tadiyawan and Pihani only 9 (1.37%) and 3 (0.29%) girls have dropped out. (CARE data)
· In Udaan, the drop out rate has been only 2.65% (CARE data)
· Drop out rate of girls in the Formal schools not available.
· Retention rate of enroled children in Bodhshalas is 93.24% and dropout rate is only 6.96% which is much less than that in formal schools – NGO data


Improved community participation in ensuring girls enrolment, attendance and retention in formal primary schools and alternatives of pry. edn.


· All girls in FEC villages going to school

· Increasing no. of adolescent girls applying for ‘Udaan’.

· Awareness noticed at the community level on the need and importance of girls education.

· 66% of the women whose children go to the anganwadi centers are supportive of girls education.

· All girls in CARE supported villages going to bodhshalas

· Increasing no. of adolescent girls in Kishori samoohs

· Awareness noticed at the community level on the need and importance of girls education.

Mothers relieving adolescent girls from household chores to send them to kishori samoohs


Active participation of community based groups in monitoring and supervision of the above.


· Of the 294 MGs constituted, 171 are active, 80 are average while 43 are not active. (CARE data)

· 76% of the MGs meet regularly

· All the FECs have Centre Management Committee. 87% of these CMCs meet regularly. (CARE data)

· Active participation of community is lacking in the villages with Formal schools.
· Community addressed as a whole and not through constituted groups

· Community meets as per the need, although community registers show not very frequent meetings 

Active participation of women is lacking in the villages

Intermediate Goal 2: by June 2001, improved access to primary education would be available to girls in the CARE supported villages
100% girls of the age group 6-14 will have access to primary education through formal schools or alternatives of primary education.
· Number of schoolless habitations significantly reduced through the opening of Formal Equivalent Centres. About 135 school less habitations existed at the beginning of the project  of which 90 has been reached.

· Adolescent girls provided access to education through the Residential camps (Udaan).

· However, there are still a few habitations which do not have schooling facilities 
· Number of schoolless habitations reduced through the opening of Bodhshalas. About 24 school less habitations have been reached through 32 bodhshalas.

· Children of 1977 households in 30 villages are being reached through bodhshalas

· Adolescent girls provided access to education through Kishori samoohs in 5 villages

There are still several habitations which do not have schooling facilities


Need based alternatives of primary education – Formal equivalent centers, Residential camps would be available to girls in the age group 6-14
· 90 Formal Equivalent Centres have been set up. 

· 4 Residendial Camps for adolescent girls have been organized.
· 32 bodhshalas have been set up. 

5 Kishori samoohs for adolescent girls have been organized.


A strengthened pre school component in the CARE supported anganwadis
· 30 anganwadi centers have been strengthened through provision of play kits and training and on site support  of anganwadi workers

· 60% of the anganwadi workers (in the 30 centres) attend the center regularly. – CARE data
· 32 ECD centers have been established in the bodhshalas

· These centres have been provided play kits and training and on site support  to mother teachers

Mother teachers selected locally on rotation basis

Intermediate Goal 3 : By 2001, pry. education provided through alternatives of pry. schooling to be more relevant to girls leading to their overall development
75% of the girls enrolled would have attained numeracy and literacy competencies equivalent to Class III of which 50% to attain Class V Level in both formal pry. schools and alternatives of pry. education.
· 96% of the girls enrolled in Udaan have attained competencies upto class V (CARE data)

· 52% children of the Phase I FECs have achieved competencies upto Class III (CARE data)

· Achievement data on formal schools not available.
· Emphasis on schooling competencies and not merely learning competencies

· Evidence of more number of children moving from lower group/level to higher group/level

Data on achievement not available


Effective convergence with DPEP at all levels for quality improvement in formal schools
· No major initiatives taken in this direction

· NGOs have sent proposals to the govt. to  sustain some of the initiatives through DPEP

· No dialog with the govt. on curriculum or pedagogy has taken place
· Significant initiatives taken in this direction

· A block plan developed with DPEP for interventions

· Bodh conducting teacher training in formal schools

· Verbal commitment not to open Rajiv Gandhi Pathshals in villages with Bodh presence

Bodh teacher (funded by community and project) recruited in some DPEP schools as additional teacher


Girls enrolled in formal schools and alternatives will be better informed on health, hygiene and other life skills
· Girls in the FECs observed to be clean and tidy

· No major difference noticed in the formal schools

· Awareness about health and hygiene evident from the discussions with the Mothers groups also
· Awareness about health and hygiene not extremely evident during field visits


Community perceives the education in formal schools and the alternatives to be more relevant
· The community members expressed the view that the children in the FECs learn more than those in the formal schools

· However, the perception of ‘quality education’, if any, is limited to the FEC villages. 

· In formal schools, the community is largely indifferent to the quality of education.
· The community members expressed the view that the children in Bodhshalas are learning

· Based on Bodhshala working, community demanding interventions in formal schools (at least in 2 villages-Govadi being one) by appointing an additional teacher, supporting teacher training etc.


Teaching in alternatives of primary education to be more child centered and gender sensitive.
· The curriculum in both the alternate models revolve round the elements of social and gender equity.

· Elements of social learning incorporated in the ‘Udaan’ curriculum.

·  There is a total transformation in the girls of Udaan - girls who had lost all hopes of education are today educated, articulate and confident. About 85% of the girls continue their studies in the upper primary level.
· The curriculum in bodhshalas revolve round the elements of social and gender equity.

Kishori samoohs curriculum yet to be concretised

Intermediate Goal 4 : By June 2001, community based organizations are effectively participating in decision making, planning, implementation and monitoring of educational activities of girls.
The NGO partners participating in the project have enhanced capacity to facilitate planning and implementation of girls education activities
· Capacity building at the level of NGO with regard to educational processes is evident

· Sarvodaya Ashram is independently planning a similar initiative in Barabanki district of UP

· Sustenance of the capacity developed and the human resource generated is a concern, in relation to the withdrawal of financial support from CARE.
· Capacity of NGO with regard to educational processes is evident

· Sustenance of the capacity developed and the human resource generated is not a concern as the NGO has a strong base an linkages with formal system and is being able to mobilise community significantly


Community based groups like MGs/ VECs plan for girls education activities in the village
· Most of the MGs meet to discuss issues of girls education

· VECs are generally defunct 

· MTAs and PTAs have recently been constituted in the formal schools.
· Focus is not on constituting community groups but addressing community as a whole

Many powerless groups in community remain inadequately addressed


The CBOs to ensure that girls in the age group 6-14 attend school regularly
· Attendance of children is monitored by the mothers groups and the VLWs in the FEC villages.

· In the villages with Formal school, no role of the community in attendance was noticed.



95% of the CBOs meet regularly to review the progress of girls participation in education
76% of the MGs and 87% of the CMCs meet regularly (CARE data)



50% of VECs/ CBOs are mobilizing resources for alternative primary education for girls
· In all cases the community organized/ developed the infrastructure needed for FEC

· In 4 cases the community generated resources to construct a pucca structure for the school

· In 34 FECs, community adequately contribute towards teachers honorarium. In 70 FECs, they contribute towards TLM and Maintenance

· Resources worth Rs 14.19 lakhs have been generated through the community.

· However, community contribution in the formal schools have been negligible

· Only a few cases reported in Tadiyawan, where the community has contributed towards providing an additional teacher in the formal school
· In all cases the community organized/ developed the infrastructure needed for bodhshalas

· In two formal schools community is also contributing towards an additional teacher salary

Overall, community contribution in the formal schools have been negligible


50% of the VEC/CBOs are liasioning with district and block education offices for need related actions in formal primary schools
· No major initiative noticed in this direction.

· Only about 3% of the MGs were reported to have liased with the block office.
· No major initiative noticed in this direction

5.3
Impact in Uttar Pradesh

5.3.1
As is evident from the above log frame analysis, the impact of the project has been considerable in the villages where a FEC has been opened. Here the demand for quality education has been matched by an equal enthusiasm shown by the community in managing the affairs of the school and monitoring its performance. Consequently the enrolment in these schools is better – in some cases the FEC has universalized education with all age group children coming to the school. Attendance is also better in these schools and incidence of dropout is also much less.

However, a similar conclusion cannot be drawn in case of villages that have a formal school. The data shows an increase in enrolment and a reduction in the gender gap, which is a likely consequence of the community mobilization efforts. However, at the same level there was no concrete data or evidence to show that there is an increased demand for ‘quality education’   Enrolment has increased but attendance and retention is still poor. A few cases of the community demanding quality education from the formal school and willing to support additional teachers were reported. However, these should not remain isolated cases and should be a norm everywhere if the project goal is to be realized.  

Not that the entire community is unaware of the benefits of quality education as there were evidences of people sending their children to private schools and for private tuition. But this is only true for a certain section of the society and for the more vulnerable section, the demand for quality education is still not evident.

5.3.2
In all the FEC villages, it was noticed that a section of the children are still going to the nearest formal school. These are in most cases the economically deprived section of the community for whom the incentive of food grains and scholarship (which they receive in the formal school) is more lucrative than ‘quality education’. 

Evidently extreme poverty is preventing these children from receiving quality education. In such a case an integrated approach needs to be adopted and education may be needed to be linked to livelihood avenues.  Also that such sections exist is an apparent drawback of the project planning. In such an intensive project (the scale of the project is also not too large), it should have been possible to identify such ‘difficult groups’ and formulate strategies to ensure ‘quality education’ to them. 
5.3.3
However the most significant aspect of the project has been its contribution as a pilot. 

Through both the alternate schooling models of FEC and Udaan, the project has been able to demonstrate a system of quality education based on community ownership, child friendly environment, improved teacher-child relationship and a progressive curriculum leading to effective learning and an overall development  of the child.  This is particularly important from the view that the Govt itself is now viewing alternative schools as a means to achieve universalisation and is open to various innovations in this respect.  FEC and Udaan provides two models which, if accepted by the government, can make universalisation of elementary education a reality.


The Project has also demonstrated an alternative system of community involvement in education, which is different from the structured VEC model.  Women have demonstrated to have a major role in creating public opinion on girls education in particular and education in general. It is not a mere coincidence that the government have also recognized this fact and has constituted   Mother- Teacher Associations (MTA) in the formal schools.

In a racist class society which is also shaped by sex inequality, the community mobilization strategies of GPEP contributed to the creation of conditions for social change (as attested by sharp increase in girls’ enrolment and retention in educational settings of GPEP project), while at the  same time raised  people’s  consciousness  level – an essential  pre-requisite  for social change. Adolescent girls were empowered to define, develop and defend their own space by negotiating  this unequal social world from  a position of strength. An alternate path for social change has also thus been demonstrated.

5.3.4
Another  positive spin-off  of the project has been the capacity developed at various levels. Both CARE as an organization and the NGOs now have a clear understanding of ‘quality education’ and are now in a position to take up independent initiatives in this direction. . While the NGOs can work in the areas of community mobilisation (creating a demand for quality education) and running of FECs, CARE can work in areas of curriculum development, training and other technical expertise.
5.4
Impact in Rajasthan

5.4.1
As in UP, we find an increase in the enrolment, attendance and retention indicators in the project areas. Discussion with the community shows that most out of school children are now enrolled in Bodhshalas and due to their intervention in a couple of formal schools, their enrolment has also increased. Gender gap in enrolment has reduced. The situation with respect to girls has also shown immense improvement. However, a lot needs to be done in this area. All children who appeared for class V examinations have cleared the test. Interventions in two formal schools led to an increase in enrolment (from 80 children to 220 children in one school).

However, Enrolment of 6-14 yrs age group has decreased in 14 out of 32 Bodhshalas from 2001 to 2002 (Nigam G, 2002) . the reason given is that many children joined formal schools or due to familial/social constraints. This aspect needs to be explored further and wherever children have dropped out due to family, economic or social constraint, they should be pursued to join back.

5.4.2
The team was not in a position to assess the learning achievements of the students from the baseline. However, secondary data shows that students are learning and have moved from lower level to the higher level. However, the focus on life skills and self development and its assessment does not appear explicitly. Hence this area needs further inputs and strengthening.

5.4.3
Community seems to have moved from community mobilisation towards increased participation. They are now actually participating actively in school activities and there seems to be a stronger school and community interface. A great deal of responsibilities are being allocated to community and it also seems motivated to take them on. However, the most deprived groups of the community, especially women need to be addressed much more strongly and specifically. This needs to be undertaken immediately so that the women and girls are able to play an active role in school issues and move towards empowerment.

The community seems to be more open to education of women and girls. The fact that they are sending their adolescent girls who are working to kishori samoohs speaks great lengths about the change in their attitude. Although, they attach importance of education of girls to only developing their capacity to write letters, read bus numbers and look after their family well. More rigorous strategies needed to bring about a change in the mind set.

5.4.4
The project has also contributed in building the capacity of the NGO in implementing the programme. The exposure visits have contributed in this process. The NGO has also being able to establish a training and research centre of its own at Gadbasai and hopes to extend its training expertise to other projects as well. The project ahs also resulted in creating a pool of resource persons within the NGO who work as coordinators and assistant coordinators as well as teachers in bodhdshalas.

This project is the pilot intervention for the NGO in rural area and its successful implementation has built the capacity of NGO to be able to implement this programme in other rural areas with confidence and rigour.

5.4.5
The project is an excellent partnership between BODH and CARE India. Also, it has succeeded in establishing partnerships with the formal system including DPEP and with other agencies like UNICEF and AKF.

5.4.6
The project reveals tremendous potential of community schools in contributing to Universalisation of Elementary education. As yet there does not exist any exit strategy for CARE. However, it must be recognised that this project has a life cycle of five years through CARE India support. Beyond that it is important to look for ways to sustain this immense effort. Discussions with NGO shows that they are motivated to continue the project in these areas but look for funding support form CARE India or other donors. It may not be possible for the NGO to support the project by  itself. The team feels that it will be useful to develop an exit strategy or a sustainability plan for the same as it will be a pity to lose the confidence of the community by scraping the project altogether.

Although the community seems motivated to continue the schools by its own efforts after the project cycle, it may be a difficult proposition for them to fund the attractive salary being offered to the teachers. In addition, there will be a need to provide similar academic support to teachers. This must be worked out seriously at the NGO level.

5.4.7
This is a model targeting the specific needs of a particular kind of community and could be made contextual for different situations. There has been a way established of working with community and government and thus it may be able to replicate this model in other areas. The lesson one learns from this model is that it is possible to target most difficult and hard to reach population if context specific strategies are used to target them.

5.4.8
The team feels that the project is definitely contributing to the larger system. Consolidating its gains one can envisage that this project is able to contribute to quality UEE by

· Targeting hard to reach population

· Providing innovative model for teacher development

· Providing strategies for entry points to community mobilisation leading to their participation

· Providing innovative mechanism for individualized classroom transaction and assessment  techniques
Chapter 6

EMERGING ISSUES  

A.
Uttar Pradesh

The project is now in such a stage where the immediate log frame related objective of demonstrating a alternative system of  quality education has been fulfilled. The efforts should now therefore be to try and influence the larger system with the learnings from this project. The process of influencing the formal system has just started. Further focussed interventions are required to ensure that the project gains do not remain merely confined to the FEC villages.  This has to be taken up both at the administration as well as in the field level. It is also an opportune time as the  government  systems are also showing signs of opening up and with Sarva Siksha Abhiyan being launched in the district, tapping financial resources may not be a major problem.. A few ideas are being suggested to sustain and upscale the project initiatives:

· The project should be evaluated by a government committee to gain acceptance at the govt. level. The issue was discussed at the meeting the Team had with the DM wherein it was suggested that a team comprising of officials from DPEP and DIET could be conducting the evaluation.

· Visits of formal school teachers, education administrators (BSA, ABSA),BRC, NPRCs, DIET faculty etc. to the FECs and camps should be proactively encouraged so that there is an acceptance of the programme in govt. circles. Platforms need to be created for regular meeting of formal school teachers with the FEC teachers and the FEC students with the FS students.
· Those FEC teachers who are under qualified (in terms of Govt. qualification requirements) should be encouraged to achieve the minimum qualifications required for a govt. school teacher. The issue of the FEC teachers being absorbed as Siksha Mitras need to be pursued at the required levels of administration. Even if 50% of the FEC teachers can infiltrate the govt. teaching cadre (siksha mitra) the process of reform can start.

· The Team was informed that the proposals of running FEC centres and Udaan under the EGS/AIE scheme has been approved by the govt. Implementation of the same has to start at the earliest.

· Lobbying with the govt. is necessary to influence the formal school curriculum and pedagogy. For that it is necessary that an analysis of the FEC curriculum be done to see which are the elements in it which are non negotiables and in which there can be some compromise in order to come to a common understanding with the government.

· The focus of pedagogic interventions should now be on working with the government towards a larger replication of the models tried out. It would be specially interesting to see how the multilevel teaching learning processes are modified and adapted in high PTR situations.

· It should be ensured that the mothers group members in the villages where there are formal schools gets represented in the MTAs and PTAs. They are also to be provided training to help them adopt to their new roles. Meanwhile the MGs of the FEC villages should be organised into self help groups and their enthusiasm sustained. 

· Extreme care should be taken while upscaling initiatives like Udaan and there is a likelihood that upscaling would lead to dilution. The NGO plays a very important role in this programme and any upscaling should preferably be through similar NGO initiatives.

However, while attempting to mainstream the various intervention for a maximum impact, some intrinsic mechanism should be built in to safe-guard against the interventionist approach of a typical government  programme (with identified beneficiaries, targets, declaration of achievements in stipulated framework of time) and in the process  conceptually shrinking the notion of quality education, as demonstrated in the project.   

B.
Rajasthan

As mentioned in the third chapter, the goals of the project focus on key issues of increasing demand and providing relative access, focus on quality and relevance to context and on sustainability of efforts, all these with particular focus on girls. The mid term assessment shows progress towards achievement of these objectives. Appreciable achievement is witnessed in creating a significant demand for education in the project areas and providing learning opportunities by means of bodhshalas and  kishori samoohs. There has been a meaningful and strong attempt to improve the quality of education and make education more relevant to the context of children. This is evident by the innovative methodology used to transact curriculum. However, the focus on girls’ needs further strengthening. The project is in its mid term and there is now a need to seriously think about the sustainability issue. There are several options being thought of and the implementing NGO seems to be moving towards this direction. This is now the right time to convert the strategies for sustainability into action and move more forcefully towards this direction.

Overall the challenge for the project to achieve the goals set for itself, are seen with respect to the following components/areas:

Community

· Addressing powerless groups, such as women in the community. While addressing the whole community during the community motivation and mobilization programmes, special efforts may be made to engage women in larger numbers. In certain cases, if there are strong social taboos preventing women from coming to the forefront, formation of a separate women’s committee, in the line of the mothers groups of Hardoi, may be considered.

· Involving Panchayat functionaries has to go beyond inviting them in meetings. They have to be given a meaningful role in social mobilization and consequently may need to be trained for this purpose. 

Girls

· Strengthening interventions for Kishori Samoohs. This intervention lacks in focus and commitment, specially in dealing with a sensitive group like adolescent girls. There is a significant scope for cross learning to happen in this area from the Udaan experience of Hardoi.

· Addressing girls through context specific strategies – given the economic poverty and widespread female illiteracy in Thanagazi, a focused intervention for women empowerment may need to be taken up simultaneously.

· Recruitment of more female teachers – there may be a need to relook at the policies with respect to teacher qualifications and responsibilities. As a beginning, local girls of the village can be recruited, more as volunteers and trained to handle pre school kids. The same girls can be encouraged to complete elementary education and get absorbed in the school.

Capacity building

· Capacity building of NGO functionaries for their own growth and academic support

· Strengthening component of English transaction

Classroom transaction

· Small sub groups for children need strengthening of learning activities in order to make them more effective

· Coping with tedious process of preparing a large number of worksheets according to different levels and readiness of children across all subjects and including variety for all in each worksheet is a challenge.

· Fostering of an environment where children’s creativity and inquisitiveness and enquiry is facilitated and addressed.

· Meaningful involvement and retention of capacity of mother-teacher built for early childhood development centres after their tenure is over. 

Monitoring and supervision

· While the academic monitoring of the project has been splendid, there is a need to systematically monitor the community mobilization and gender based interventions. measurable indicators may need to be developed to keep track of issues like women’s participation, frequency and effectiveness of community meetings, change in community attitude towards women etc.
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