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PREFACE

When on the 7th May, 1990 the Government of India 
announced the appointment of a Committee 'to review the National 
Policy on Education (NPE), 1986', there were people who asked why 
this hurry in instituting a review even before the expiry of the 
stipulated period of five years.

The question is legitimate. But the reasons that 
influenced the decision of the Government have been given in the 
resolution of the Government itself. It says:

"Despite efforts at social and economic 
development since attainment of independence, a 
majori ty of our people continue to remain 
deprived of education. It is also a matter of 
grave concern that our people comprise 50 per cent
of_the world's illiterate, and large sections of
children have to go without acceptable_level.
of__primary___ education. Government accords the
highest priority of education both as a human 
right and as the means for bringing about a
transformation towards a more hum a n e _and
enl i ghtened_society. There is need to make
education an effective instrument for securing a
status of equality__for women. and persons
belonging to the backward__ cl asses and
minori t.ies. Moreover, it is essential to give
a work and______employment orientation to
education and to exclude from it the elitist 
aberrations which have become the glaring 
characteristic of the educational scene. 
Educational institutions are increasingly being
influenced by c asteism j____communal ism and
obscurantism and it is necessary to lay special 
emphasis on struggle against this phenomenon 
and to move towards a genuinely egalitarian 
and secular social order. The National Policy on 
Education (NPE), 1986, needs to be reviewed 
to evolve a framework which would enable the 
country to move towards this perspect ive 
of education. "

Obviously, the basic concerns mentioned here are: 
one,

two, 
t h r e e ,

four,

(iv)

provision of education of a minimum quality to all 
children;
removal of illiteracy;
struggle against petty parochial passions and 
prejudice;
social transformation towards equality;



five, orientation of education to work and employment.
These concerns are not new except the Right to Work now 

being sought to be enshrined in the constitution. They were 
there when The Challenge of Education was written in 1985, and 
The National Policy on Education formulated in 1986. While The 
Challenge of Education felt that 'the present scenario is an 
indication of the failure of the education system', the 
Policy On Education stressed the need 'to make education a 
forceful tool' for its two roles 'combative and positive'. 
During the four years since 1986 the situation has grown much 
worse. Everywhere there is economic discontent, cultural decay, 
and social disintegration. The youth are in revolt. Violence 
is fast becoming a way of life. But, in spite of concerns 
expressed from time to time, not much success has attended 
our feable efforts to arrest the descent downhill. The nation 
is faced today with a crisis of many dimensions. Its very 
survival is threatened. In the total crisis of the nation, along 
with Politics, Business, and Religion, Education has its full 
share. Why it has failed to play the role that every 
Commission or Committee appointed since independence has assigned 
to it is the first question.

One fundamental reason for failure has been that 
while we go on making radical protestations, our education to 
Hhis day continues to be governed by the same assumptions, goals 
and values that governed it in the days of the British Raj. The 
British believed in the 'downward filtration theory' under which 
education and culture would inevitably flow from the classes to 
the masses. They kept the common people away from education, and 
education away from life. But things have not much changed since 
they left. Even today the principal beneficiaries of our 
education are the upper and middle classes. To them also we give 
a wrong education. Our formal system remains confined to
the four walls of a school or college. It is tied down to 
textbooks and examinations. Even then the books are unreadable 
and the examinations totally unreliable. The courses of
study are so framed that the students are not equipped with any 
productive skills. Whatever education they receive cuts them off 
from their natural and social environment. They become aliens to 
their own community. They lose faith in life itself. What 
Jayaprakashji wrote in 1978 still holds true. According to him 
'it also converts them into a parasitic class which 
perpetuates and even intensifies the poverty of the masses. The 
system has failed to promote individual growth. It also becomes 
mere of a hindrance than a help to bring about an egalitarian 
transformation'. If this be true, can we say that we fe, have 
basically departed from the Macaulay tradition? And, if this is 
what our education has done to us, one may well ask, is not no 
education better than bad education?



The other important reason is that our education Hat 
been a routine sectoral activity left to the initiative' ano 
judgement of specialists at the desk, controlled and gjuiided 
by those far removed from where people live and work. The 
whole system is so completely centralised that little, if any, 
initiative is left to people even at State or district levels. 
Education co-related to life has to be linked to clearly 
defined social objectives and comprehensive strategies. But 
the whole approach of government activities is sectoral, so imuch 
so that the different policies of the Government such as 
educational, agricultural, industrial, forest, water, or even a 
policy for scheduled castes and tribes, do not refer to 
each other, and are often even mutually contradictory. ^hey 
are, in fact, designed to attain objectives internal to tlheir 
respective sectors, and not to any fundamental social 
objectives. The result is that the only option left is 
expansion without proper thought to quality or relevance. So, 
our education -has expanded without thought to quality or 
relevance.

One may admit that for this situation education alone is 
not responsible. During the last forty-three years we have 
pursued a model of economic development that has led to the 
creation of two Indias - one of the rich, the other of the poor. 
A new privileged class has come into being. It holds
monopoly over political and economic power and sources of 
wealth. It controls culture and education. It is firmly 
established everywhere. It is this class whose interests our 
education is made to serve. The result is that as in economy so 
in education, two parallel systems have come into being - one for 
the rich, the other for the poor. No wonder, a divided education 
finds itself totally devitalised, and incapable of meeting the 
challenges of independent India's national life. To the rise and 
growth of this class, holding sway over the whole range of 
national affairs, can be traced most of the ills we are faced 
with - the erosion of social and moral values, weakening of 
democracy, the partisan character of our development, corruption 
and a number of other elitist aberrations. It is responsible for 
the impoverishment of the nation's very soul. It is, therefore, 
time the nation, most of all education, took serious note of 
this phenomenon, and guarded against further damage to national 
life.

It is clear that the present system of education, in 
terms of education for the people, has outlived its utility, 
whatever it ever had. But before we have a new pattern of 
education we must have a new model of development. In a 
country like ours, with vast areas of backwardness, economic, 
social, educational, development, democracy, and education have 
to go together. They have to be woven together in an integrated 
programme of transformation and reconstruction. Peaceful trans
formation is an organic process in which economy and education 
cannot work in isolation with each other. Take for example 
the Right to Work. Even if it is enshrined in the 
Constitution, it is the economy alone that can create

(vi)



opportunities of employment; education can only empower people 
for work. This is the principal reasorT why, despite growing 
unemployment, vocational education has not become popular. 
Economy failed to create jobs, so vocational training became 
meaningless. If people have to be equipped for self-employment 
there must be a national policy to decentralise processes of 
production, guarantee wages and incomes, safeguard the interests 
of the small producers against the onslaught of centralised 
industry and metropolitan economy, and ensure growth with equity. 
Similarly if education lias to make worthwhile contribution to 
national unity, it must be accompanied by a1 programme of 
strengthening local communities down' to village or muhalla 
levels. It is at those levels that people have to learn 
to live and work together. Real stable unity can be achieved 
only through a process of cooperation and sharing. The lessons 
and values of co-existence are not Jcarnt through exhortations. 
So also, strengthening of local communities is linked with the 
development of a common or neighbourhood school system. Life at 
the community level is inter-related. It cannot be cut up into 
compartments. Similarly the education of harijans, adivasis, or 
other backward communities must go along with such measures to 
end poverty as land-reforms, cheap housing, and village 
industrialisation so that in a plan of agro-industrial rural 
economy a dependable means of livelihood could be guaranteed to 
every family. A struggle against poverty is fundamentally a
struggle against ignorance and injustice. It includes a struggle 
against parochial passions, inequity, ill-health and illiteracy. 
For the poor development, democracy, and education should mean 
emancipation.

Once the fact of the inter-relatedness of our life and 
its problems is recognised, the need for developing a holistic 
and participatory approach becomes clear, not only in education, 
but in development and democracy also. Participation must go 
beyond government departments and reach the people in 
villages and muhallas. While there should be understanding 
and coordination among departments, there should be active 
participation among the people themselves. The NPE '86, and 
before it the Kothari Commission, have repeatedly referred to 
development and democracy in relation to education. The problem 
is how to inter-relate them into a programme and deliver it to 
the people as a package.

Let us take an example. The way to do it would be to 
treat the village itself as a unit for an integrated programme of 
education, democracy, and development. The Panchayati Raj Bill, 
1990 proposes that each village will have a Gramasabha composed 
of all the adults in the village, male and female. It will have 
wide powers and functions. As a representative of the village 
this Gramsabha may be asked to prepare a plan of development 
including education for the village with its own priorities. As 
part of the village plan, each family will have its own small 
plan. The Gramsabha will make sure that its whole village plan 
provides for each family a dependable means of livelihood - land 
for agriculture, cattle for dairying, tools for crafts, or other



be created. To ensure social justice and other democratic
values local communities have to be strengthened, and their 
social processes regenerated. They must be left free to decide 
and run the whole show of local life. One great advantage of 
doing so will be that local conflicts - there is no end to them
- will become more manageable. Centralisation has proved 
divisive, and if persisted in, it will create more divisions, 
and will ultimately break up our society, and destroy the 
unity of the country. Less of state and more of civil society is 
the answer to many of our political, social and moral iljs. We 
have trusted the voter and he has not betrayed democracy. Let 
us trust the citizen, and he will not betray the values of a 
civil and humane society. We have spent forty-three years on 
building the state, let use now start building the nation. In 
this process education must attain primacy. It must become 
Power. Education as Power is too important to be left to 
specialists alone.

In the body of the ieport, under decentralisation, we 
have suggested the formation of Educational Complexes. The fact 
is that all the agencies working in rural areas - the panchayats 
and gramasabhas, voluntary organisations, the educational 
institutions and government departments, as also enlightened 
citizens in the greater cause of building the nation. It should 
not be difficult to do so at the level of the local communi ty.

Our people have ^o far depended upon the State alone to 
bring about the needed educational and social transformation. 
The result has been far from happy. The experience of the 
past forty-three years has shown that the State in India 
still represents, by and large, the haves and the upper and 
middle classes and that the representatives of the weaker 
sections play only a minor role therein' . This has led to 
growing alienation between the masses and the elite in all 
spheres of national life. That explains why there is resistance 
to all changes that would affect the position of the 
privileged classes, e.g. the introduction of the common school 
system or increase in fees, or again emphasis on elementary 
education in preference to secondary and higher education. 
The contradictions produced by the politico-economic and 
educational systems are too glaring. The situation is fast 
becoming explosive, and if not reversed in time, the 
consequences will be tragic.

No more will a patch here or a patch there will do. 
The need of the hour is a people's movement for a New 
Education, not for a few but * for all. The present entrenched 
system is not likely to respond except under the relentless 
pressure of public opinion and peaceful people's action.
In this report we have tried to draw as clearly as we could, 
in the limited time allowed, the outlines of a system of 
national education related to our genius, present needs, and 
future progress. In doing so we have widened the horizons cf 
education. The three key-points in our thinking have been 
universalisation, vocationalisation and decentralisation. We have

(x)



driwn upon— Uie great tradition of India, the experiences and 
ex>eriments of pioneers in our own country and abroad, and great 
th.nkers like Gandhi, Tagore, and others.

All the basic reforms recommended in this report cannot 
be introduced at once. So, the reforms may be divided into 
tlrce categories - immediate, intermediate, and ultimate. 
Thire are still questions that require fuller consideration. A 
thousand practical details have to be worked out. Innovations 
will have to be made1, and extensive experiments carried out. But 
a beginning in the right direction brooks no delay, and a 
to:al transformation of our education system should be brought 
ab>ut in a period not longer than ten years. The 1990s are going 
to be crucial for us as a nation. What we do in the next ten 
yeirs will determine how ve shall face the challenge of the next 
century.

We have taken what may be called a holistic view of 
education. We hold that in all the stages of education the same 
values should permeate. Each stage should be complete in itself. 
The present system in which the lower stage is a preparation for 
tie higher should be given up. This will be easy to do if 
decrees are delinked from jobs, and there is only one stream of 
education including both vocational and general. Universal 
education upto the matriculation standard ' plus a sound 
grounding in a vocation is a goal we should work for. But 
fcr the present we have decided to lay stress on elementary 
education upto class VIII. This is the minimum level 
every boy and girl in India should be enabled to attain.

For the ideas expressed in this preface, I alone am 
responsible. My perceptions and experiences are primarily of a 
sccial worker, which I have been ever since I left college 
teaching in 1954 to join village service especially in the field 
ol rural education. But the report itself is the result of the 
cdlective labours of the Committee. Its members have worked as 
a team and worked out agreed decisions. We have differed in 
aigument, sometimes vehemently, but have always ended in complete 
agreement.

Let me end with an appeal to all our countrymen who 
hive the nation's best interests at heart, be they 
acministrators, teachers, social workers, students or just 
c.tizens. The nation is in peril. In its introduction the New 
Ecucation Policy of 1986 rightly says, "There are moments in 
h story when a new direction has to be given to an age-old 
process". This is a truth of great significance. I have no doubt 
tlat if each one of us realises the significance of this 
truth, even partially, and contributes his mite we shall 
o’ercome the crisis much sooner than we imagine. The future 
btlongs to those that dare and act.

N1W DELHI (RAMAMURTI)
Dtcember 26, 1990



CHAPTER 1
METHODOLOGY AND PROCEDURES

1.1.1 The Committee to review the National Policy on 
Education (NPE), 1986 was formed on 7th November, 1990 as per 
Government Resolution No. F .1-6/90-PN(D.I) with Acharya Ramamurti 
as Chairman and sixteen others as Members. The terms of 
reference were:

- to review the National Policy on Education, 1986 and 
its implementation;

- to make recommendations regarding the revision of the 
Policy; and

- to recommend action necessary for implementation of the 
revised Policy within a time frame.

1.1.2 Full text of the resolution is presented in Appendix-I.
1.2.1 As the Government Resolution envisaged that the 
Committee would devise its own procedure, it set for itself the 
following modalities:

* Transaction of business through Sub-Committees;
* Scrutiny of background documents obtained from 

Government;
* Consultation with Bureau Heads of the Department of 

Education dealing with various specialised areas;
* Scrutiny of citizens' perceptions;
* Conduct of field/case studies;
* Drawal of academic support from specialists co

opted/associated with Sub-Committees; and
* Formulation of perspective for review of education 

policy, receiving responses thereto from interest 
groups and interactions with them.

1.2.2 In specific terms -
The following six Sub-Committees were constituted by 

the Committee for considering various subjects {Particulars of 
the composition of the Sub-Committees are presented in 
Appendix-II):-
Sab-Committee I : Access, Equity and Universalisation.
Sjb-Committee II : Education and Right to Work.
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Sub-Committee III : Quality and Standards in Education.
Sub-Committee IV : National Unity, Value Education and

Character Building.
Sub-Committee V : Resources and Management
Sub-Committee VI : Rural Education.
1.2.3 The main Committee and its Sub-Committees held twenty-
seven meetings. (Twenty meetings of Sub-Committees and seven 
meetings of the main Committee).

1.2.4 The National Front Manifesto (Lok Sabha Elections, 
1989) and the Eighth Five Year Plan Approach document approved by 
the National Development Council (NDC) and Cabinet were kept in 
view.
1.2.5 Statement of background documents obtained from 
Government and referred to is furnished in Appendix-III.
1.2.6 Specific papers in regard to implementation of NPE, 
1986 and relevant issues were obtained from the various Bureau 
Heads of the Department of Education and the status of policy 
implementation reviewed including thorough presentations made by 
them. A list of these papers - GP series - is presented in 
Appendix-IV.
1.2.7 Special analytical papers were obtained from resource 
organisations under the Department of Education and reviewed. A 
list of these papers - GOP series - is presented in Appendix-V.
1.2.8 Special papers on various aspects of education were 
obtained from experts, academics, etc. and reviewed. List of 
these papers - NGP series - is presented in Appendix-VI.
1.2.9 All the suggestions in regard to review of Education 
Policy from individuals and organisations were scrutinized, 
computerised and got circulated amongst the members of the 
Committee to facilitate their work in the Sub-Committee meetings 
as well as those of the main Committee. These suggestions are 
contained in five volumes of the document entitled "Citizens' 
Perceptions" presented in Annexure I. The Table below gives 
particulars of the number of letters (citizens' perceptions) 
received from various quarters.

2



Table 1
REVIEW OF NATIONAL POLICY ON EDUCATION, 1986 

Number of letters received (citizens' perception)

S .No. Sources No. of letters
1. VIPs 24
2. Other individuals 250
3. Seminar proceedings 4
4 . Organisations 62
5. Institutions 4
6. Newspaper articles 11

Total.. 355

1.2.10 A further break-up of the number of suggestions
received (arranged subject-wise) from the above six sources is 
presented in the Table below:

3



Table 2.
REVIEW OF NATIONAL POLICY ON EDUCATION, 1986 

Stat ment showing number of suggestions : Theme-wise

Subject S 0 U R C
iiitII WiiII w 
ii = c= E= = =

Total

' A B C D E F
Goals ol Education 4 55 0 8 1 2 70

Current Problems 2 47 0 17 0 6 72

Planning and Management 27 248 14 116 2 3 410

Structure of Education 5 56 0 7 1 0 69
Content and Curriculum 13 176 13 51 1 4 258
Language in Education 6 123 2 33 1 4 169
Evaluation and Examination 1 42 3 14 0 0 60
School Edu. - Elementary 
and Secondary 18 106 5 35 0 5 169
University & Higher 
Education

10 97 7 10 1 0 125

Technical & Management 
Education

2 28 0 8 0 0 38

Non-Formal Education. 10 37 0 22 0 0 69
Teachers 6 91 14 20 0 0 131
Education and Employment 2 85 7 42 0 2 138
Social Justice 10 34 3 20 0 4 71
Resources 2 32 4 19 0 0 57
Rural Education 1 28 24 18 0 4 75

Total 119 1285 96 440 7 34 1981

A - VIPs B - Other Individuals C - Seminar proceedings
D - Organisations E - Institutions F - Newspaper articles
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1 .2.11 The following is a graphic presentation of the source- 
wise number and percentage of suggestions received:

(64.9 ?0|
Individuals (0) 1285

!6.0 %\
Individuals |VIP) 119 

Seminar proceedings 96

14.0

(2.1 %) 
Others 41

( 22.2  % \  

Organisations 440

NICNET
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1.2.12 Theme-wise analyst* of the number of suggestion* i* 
presented in the following graph:

NATIONAL POLICY ON EUUCATIUil 
Themewise no. of suggestions

500

400

300

200

100

N o. o f Suggestions

410

- 70 72

11

258

69

109 1G9

60

125 131

69

138

38am
57

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16

Themes

1 Ceils of Education

J  G rr tn t Ftotleas

3 P:*mjng tad teiijesent
4 Slrvctirt of Education
5 Content and C u rlc u lu i

6 lanj^aje la taxation
7 Evaluation and Exaalnatlon
I  Sclttol efti -  E )e * o tir j  t  Scndj
9 U u r tr t l t j  and Higher Education
10 Itctwlcal and Kmtgeaeat
II to-far*al Education
12 leathers
13 Education tad E*plof*eat
14 Social JUstict
15 Btsarcts
IE Aral Education

HIDE!
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I..2.13 The Committee interacted with the Committee of Experts 
aippointed by the Government to examine implementation of the 
recommendations of the Gujaral Committee for Promotion of Urdu. 
I-t also had special interactions with the then members of the 
P’lanning Commission Dr. Rajni Kothari, Shri L C Jain and Shri J 
D) Sethi as also the Education Secretary, Shri Anil Bordia and 
Chairman of the UGC, Dr. Yashpal.
II.2.14 A field study of 28 Navodaya Vidyalayas in the States 
o f  Gujarat, Jammu & Kashmir, Madhya Pradesh, Rajasthan and Uttar 
P’radesh made by 49 experienced field functionaries was conducted, 
aipart from getting feedback from Chairman and certain members of 
the Committee based on their visits to Navodaya Vidyalayas in 
certain other States as well. Yet another field study on non- 
f'ormal education was also organised in the States of Maharashtra 
amd Madhya Pradesh.
Il.2.15 Six studies were commissioned particulars of which are 
gjiven in Appendix VII.
1L.2.16 Study reports on different aspects of Education and 
rreports on experiences of other countries on crucial subjects 
were received. Particular mention may be made in this context of 
"Responsibility skills: "Lessons for Success" - Elementary School 
Curriculum’ prepared by Thamas Jefferson Center, Pasadena, 
California, U.S.A, ’How To Be Successful in Less Than Ten Minutes 

Day: Creating a School Climate of Responsibility* prepared by 
IThamas Jefferson Center, U.S.A., Information Material of Chicago 
Foundation for Education, U.S.A., ’A New Decade of Moral 
Education’ - A report of the Regional Workshop on Moral Education 
hield in Tokyo on 18-31 January, 1990, ’Improving Linkages Between 
Rlesearch and Educational Reform - Report of the Regional Seminar 
o n  Educational Research in Asia and the Pacific held in Tokyo on 
118 Oct. - 2 Nov. 1989.
1L.2.17 Based on the reports of the Sub-Committees, Government 
and non-Government papers, Citizens’ Perceptions, Special 
presentations by Bureau Heads and experts and field and case 
studies, the Committee prepared in September, 1990 a document 
entitled "Towards an Enlightened and Humane Society : A 
Perspective Paper on Education" in English and Hindi and mailed 
tthe same to about 2,700 respondents, seeking their comments. 
The categories of people and organisations to whom the paper was 
imailetJ included all Members of Parliament, other political 
Headers, editors of newspapers, Education Ministers of States, 
Secretaries and Directors of Education in State Governments, 
Secretaries to the Government of India, Vice-Chancellors, Heads 
of Academics in Central and State Resource Institutions, 
tteachers’ organisations, award-winning teachers, students and 
youth organisations, voluntary organisations (organisations 
engaged in activities, welfare programmes, minority 
organisations, private educational institutions), industry 
organisations and trade unions, besides prominent members of the 
public.



1.2.18 All the responses received were computerised into five 
volumes of "Responses to a Perspective Paper on Education" 
presented in Annexure II and circulated amongst the members of 
the Committee.
1.2.19 Based on the Perspective Paper, a series of 
seminars/workshops were also organised in different parts of 
India. A statement containing particulars of these 
seminars/workshops is furnished in Appendix-VIII. The suggestions 
that emerged therein were duly incorporated in the document <of 
responses referred to above.
1.2.20 With reference to the Perspective Paper on Educatiom, 
419 responses were received as per information furnished in t)he 
following Table:

Table 2
REVIEW OF NATIONAL POLICY ON EDUCATION, 1986

Statement showing number of responses to 
'A Perspective Paper on Education'

SI.No. Sources No. of lettejrs
1. Academics, Vice-chancellors and Resource 

Organisations
113

2. MPs and Political Leaders 6
3. Teachers and Teachers' Organisations 77
4. Students and Students' and Youth Organisations 27
5. State Governments 19
6. News Paper Editors/Articles 35
7. Seminars/Workshops 20
8. Voluntary Organisations, Important people 115
9. Central Government Departments 3

10. Industrialists and Trade Unions 4
Total 419
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1.2.21 Particulars of the number of comments received from
the above 10 sources (arranged subject-wise) are presented in 
the Table below:

Table 4
REVIEW OF NATIONAL POLICY ON EDUCATION, 1986
Number of comments on A Perspective Paper on 

Education : Theme-wise

SI.No. Number
1. General Comments 408
2. Goals, Roles and Values 116
3. Right to Education 35
4. Elementary Education and Universalisation 251
5. Secondary Education and Vocationalisation 194
6. Higher Education (General and Technical) 137
7. Equity and Diversity (Navodaya Vidyalayas) 221
8. Adult and Continuing Education 90
9. Content and Curriculum 179

10. Examination Reforms 125
11. Decentralisation of Management 163
12. Languages 159
13. Teachers and Students 159
14. Resources (Centrally Sponsored Schemes) 139

Total 2376
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1 2 22 The distribution of the number of respondents source-
wise, is presented in the following graph:

9

1. Academic, Vice-Chancellors arid 
Resource Organisations

2 . MPs and Political Leaders 
b. Teachers and Teachers'

Organisations
4. Students and Students 

Youth Organisations
5. State Governments
6. News Paper Editors and 

Articles in News Papers
7. Seminars and Workshops
8. Voluntary Organisations 

and Important People
9. Central Government 

Department
10. Industrialists and 

Trade Unions
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1.2.23 The numbers of respondents and comments, theme-wise, are
presented in the following graph:

( e i e r i l  C w l s j o l e  R ight  of E l e . E i n . J  S t c . M n . J  H r . U i . I G e  E5.8 M u l t i  Content  l l x u i i u t i o  D ecent ,  of Languages  Teachers  I  Resources  

C o m e i t t  «  I  U i l i e  M u c i t i o s  U n i v l n .  V o c . E i n .  n . t  T e c h . ) H l v . ( N a v . U  C o n t . E h .  C u r r i c t l u *  n Ref  o r i s  H j t ,  S tudents  ( C . S . S . )

ii)

4— 670 Deptt. o f  Edu. 90.
11



1.2.24 Keeping in view the responses received on the 
Perspective Paper on Education, the Committee held seven national 
level interaction meetings with the various interest groups at 
IIT, New Delhi between October 25th and November 7th, 1990. 
Particulars of those who attended these interaction meetings may 
be seen in Annexure-I to the Volume-Ill of 'Responses'. These 
interest groups were the following:

* Students and youth organisations.
* Teachers' organisations including award winning 

teachers.
* Voluntary organisations and specialist groups of 

women, etc.
* Academics and representatives of resource 

organisations.
* Ministers, Secretaries and Directors of Education 

from the States and Concerned Ministers and 
functionaries in the Central Government.

* Industry representatives and trade unions.
* MPs, political parties and editors of newspapers.

1.2.25 Both for the purpose of preparing the Perspective Paper 
on Education and for the Final Report, the Committee constituted 
a Drafting Committee with the following composition:

(i) Dr. C N R  Rao

(ii) Dr. Anil Sadgopal

(iii) Father T V Kunnunkal
(iv) Shri S Gopalan

1.2.26 Acharya Ramamurti in his capacity as Chairman of the 
full Committee participated in several meetings of the Drafting 
Committee. Dr. Vidya Niwas Misra was also, towards the later 
stages of Committee's work, invited to participate in the work of 
the Drafting Committee.
1.2.27 A three-member Academic cell was constituted to provide 
academic assistance to the Drafting Committee (see Appendix - IX 
for composition).
1.2.28 The Drafting Committee also received help, in the 
preparation of certain chapters, from the experts mentioned in 
Appendix - X
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31.3.1 According to the Resolution constituting the Committee,
iit was to complete its work on the 6th of November, 1990. 
lHowever, there was a brief slippage in the schedule of the 
(Comittee on account of the interactions with interest groups 
coriginally scheduled for the end of September, 1990 having to be 
postponed in the then existing situation in Delhi. This was duly 
areported to the Government. The Government also took note of it.
1 .3.2 With the change in Government mid-way through the
(Committee's work, the Chairman of the Committee addressed a 
letter to the new Minister for Human Resource Development on 22nd 
INovember, 1990 and sought confirmation about whether the 
(Committee could go ahead with its work. The Chairman, along with 
IDr. Anil Sadgopal and Member-Secretary also called on the Hon'ble 
IMinister subsequently on the 23rd of November, 1990. The Hon'ble 
IMinister replied to the Chairman on 23rd November, 1990, 
•confirming that the Committee could complete its work and present 
:its report by the middle of December, 1990.
!1.4.0 Earlier on, in July, 1990, the Government had requested
the Committee to furnish an interim report on the respective 
:roles of the Central and State Governments and the related 
•question of Centrally Sponsored Schemes. The Committee took the 
'view that it might not be appropriate to submit any interim 
report prior to interactions with all the interest groups and 
.accordingly this was brought to the notice of Government. 
•Government took note of it.
1.5.0 The drafting Committee had a series of sittings from
:December 13, 1990 and prepared the final report of the Committee. 
'The Committee approved this on 26th December, 1990 for 
presentation to Government.
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CHAPTER 2

APPROACH
2.1.1 The approach of the Committee in reviewing the National 
Policy on Education, 1986 and its implementation has been guided 
by the following principal concerns:

* Equity and social justice.
* Decentralisation of educational management at all 

levels.
* Establishment of a participative educational order.
* Inculcation of values indispensable for creation of an 

enlightened and humane society.
* Empowerment for work

2.1.2 The above concerns have been built into the
recommendations of the Committee as underlying and all pervasive 
perceptions so as to realise the Constitutional and cultural 
goals of education.
2.2.1 In order to achieve equity and social justice and 
thereby remove elitist aberrations, education has been viewed by 
the Committee in the overall context of social, economic, 
regional and gender based disparities. For example, any effort at 
vocationalising education will carry no meaning unless, 
concurrently, the Government lays down an appropriate Income and 
Wages Policy. Likewise, national policies concerning removal of 
economic disparities such as for land reforms, employment, health 
and nutrition etc. have to be concurrently established/reviewed. 
Of course, it is not for this Committee to give recommendations 
in regard to policies concerning other major sectors. However, 
mention is made of this only to bring home the point that an 
educational order based on considerations of equity and social 
justice cannot autonomously come about without interlinkages with 
these policies.
2.2.2 A very vital component of the overall strategy for 
securing equity and social justice in education is the 
development of the Common School System. The Committee is fully 
aware that this is no new innovation but has been with us for 
over quarter of a century since the report of the Education 
Commission, 1964-66 and the essential point is that this has just 
remained a concept and its non-implementation has only 
contributed to the accentuation of the existing educational 
disparities. Concrete steps for translating this concept into 
action have to be taken. In order to achieve this objective, the 
existing Government, Local Body and Government-aided schools 
have to be transformed through quality improvement into genuine
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neighbourhood schools. Private schools also should be similarly 
transformed in course of time by making them freely accessible.
2.2.3 It is particularly in the context of the need for 
establishing the Common School System that some of the members 
of the Committee have found it difficult to go along with the 
Navodaya Vidyalaya Scheme. It is, inter-alia, for this reason 
that the Committee as a whole has advocated against establishment 
of more Navodaya Vidyalayas, not to speak of the inequity in 
nurturing talent only in a few. It is on account of the 
unfairness in judging a scheme for the implementation of which 
adequate resources as orginally envisaged were not provided, and 
of the need for a fair and total review of the scheme that the 
Committee has made alternative recommendations on its future. 
The Committee, of course, has also taken into account the 
practical difficulties in abruptly discontinuing a scheme which 
involves about 50,000 students and 3,000 teachers.
2.2.4 The rural areas in general, and the tribal areas in 
particular, have suffered in terms of resources, personnel and 
infrastructure facilities. This phenomenon of regional 
disparities in educational development has acquired a major 
political dimension in the current Indian scene. It is reflected 
in the regional and sub-regional movements. Therefore, the need 
of the hour is planning for, and implementation of, educational 
development programmes in terms of disaggregated targets and, 
area, community and gender specific activities. This would mean 
concrete programmes being established on ground for the 
disadvantaged groups - SCs and Tribes, women, the educationaly 
backward minorities and the handicapped with appropriate 
budgeting for the same. No doubt, there have been special 
component plans for the SCs and sub-plans for the Tribes. But 
these plans have largely remained exercises on paper, not 
concretely provided for in the budget documents. The consequence 
has been that these plans have not had any impact on the 
educational standards of the SCs and STs in terms of enrolment, 
retention and reduction in drop out rates. Excepting for the 
implementation of a small Scheme, "The Integrated Education for 
the Disabled”, the handicapped do not significantly feature in 
the educational programmes of the Centre or the States. The 
Programmes for the educationally backward minorities have not 
been significant, having been construed as the almost exclusive 
domain of the States.
2.2.5 In order to promote participation of the girls and 
women in education at all levels, there is need for an integrated 
approach in designing and implementing the Schemes that would 
address all the factors that inhibit their education. Mere 
implementation of disaggregated schemes such as Opening of Non- 
formal Education Centres for Girls, Adult Education Centres for 
Women etc. by themselves are not adequate. In this context 
special mention may be made of inter-action of Early Childhood 
Care and Education (ECCE) with primary education. Education of 
women is not to be construed of a question of mere access but of 
empowering them through education of all on equality of sexes.
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2.2.6 The modifications suggested in the case of 
vocationalisation of School Education have been construed in the 
context of equity and social justice as well. The Scheme, as it 
is now implemented, though unintendedly, has come to be viewed by 
the students as well as the parents, as one meant for the less 
fortunate. It is also on account of this that a single stream of 
School education with vocational as well as non-vocational 
components of different mixes becomes relevant and important.
2.2.7 Examination reforms also'have their justification from 
the point of view of equity and social justice. The Examination 
system tilts heavily in favour of the privileged who have access 
to certain facilities such as special teaching learning material, 
special coaching etc. It is, inter alia, to rectify this 
inequitable tilt that examination reforms have been suggested.
2.2.8 One of the factors seriously inhibiting access for the 
rural students to Higher Education is the continuing sway of 
English. Hence, equity demands that Education in the media of 
regional languages is encouraged at all level. This would call 
not merely for political and academic commitment for the switch 
over to the regional languages media but a package of other 
measures including conscious efforts at organising tests for 
recruitments in the public and private services in the regional 
languages, at least options for taking university examinations in 
these languages and incentives for the same apart from production 
of appropriate teaching learning materials, reference literature 
etc.
2.3.1 The fundamental justification for decentralised 
planning and management of education is the sheer size and 
diversity of the country. In the sphere of education, the size 
and diversity of the country get reflected in the magnitude of 
the population to be provided education, number of the 
educational institutions to be established from the primary to 
the university level, the number of languages in which delivery 
services have to be organised, the cultural and regional 
diversities which have to be linked to the content and process of 
education etc. Decentralisation is the only solution to these 
problems. There is need for decentralisation of educational 
planning and management all the way down at all levels, from the 
Centre to the States, from the States to the districts, from the 
districts to the blocks, from the blocks to the 
panchayats/villages and habitations. The Committee does realise 
that a further complexity is added to the dimensions of 
decentralisation by the uneven status of establishment of the 
Panchayat Raj system in the country. But this does not detract 
from the need for decentralisation.
2.3.2 Decentralisation in the university system would mean 
autonomy for the universities and colleges as well as for the 
respective faculties and individual teachers. Examination 
reforms including establishment of continuous, comprehensive 
internal evaluation cannot come about unless delegation of 
authority and decentralisation of functions becomes real down to
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the level of teachers. Educational complexes recommended by the 
Committee are construed as an instrument of bringing about 
decentralisation.
2.3.3 Side by side with emphasising decentralisation as the
corner-stone of planning and implementation of educational 
programmes, the Committee would lay much store by convergence of 
services already available through the parallel infrastructure 
created in several departments vitally connected with the 
Education. This would call for institutionalised coordination 
mechanisms to be evolved and to be set into operation as a rule 
of practice.
2.4.0 The Committee has envisaged the concept of participative 
educational order as being relevant to every stage of education 
as only involvement through participation can bring about the 
environment for genuine reform. Important modalities 
contemplated in this regard are involvement of the colleges 
and universities in issues of regional development and 
improvement of school education; creation of school complexes, 
bringing about mutual coordination between primary schools, 
middle schools, high schools, colleges and universities (the 
universities affiliating themselves, as it were, with these 
complexes so that management of education becomes a job of the 
professional); forging education-industry interactions for the 
purpose of bringing about cost effective and practice oriented 
vocationalisation of school education; involvement of the village 
communities in working for the goal of universal elementary 
education; non-formalising the formal school system so that the 
system itself reaches out to the door-steps of those who are out 
of school, apart from being attractive to, and also be capable 
of, retaining them; assignment of meaningful role to genuine 
voluntary agencies engaged in educational development programmes; 
and, of course, the teacher being placed centre-stage in 
educational reform at all levels with careful attention devoted 
to their status, recruitment modalities, service conditions and 
training.
2.5.1 NPE 1986 as a whole reflects that educational 
development was construed in the background of human resource 
development. In fact, the Policy called for new designs of human 
resource development for availing of the unprecedented 
opportunities that would be thrown up by the ensuing decades. In 
the view of the Committee, the human being is to be valued as 
more than a resource. Mere emphasis on the resource aspect has 
overtones of utilitarian connotations.*

* In order to de-emphasise the utilitarian over-tones of the 
expression Human Resource Development, the Committee is of 
the opinion that the nomenclature of the Ministry, namely, 
Ministry of Human Resource Development should be changed 
into Ministry of Education. The term Education is broad 
enough to encompass the aspects of Culture & Arts, Youth 
Affairs & Sports and Women & Child Development.
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While utilitarian aspects are important, the human being has to 
be developed with accent on character building, dignity of labour 
and value to the society at the national and international 
levels.
2.5.2 In the view of the Committee value education is to be
construed as a continuous process which is to be sustained 
through out the process of growth of the individual from 
childhood to adolescence, then to adulthood and so on.
Inculcation of values has to be seen as distinct from the output 
of individual schemes and programmes of school regimen. The 
hidden curriculum, as distinct from the explicit ones obtaining 
in the class room situation, is much more important for the 
development of balanced personality amongst the students. It is 
also the role of value education to bring about integration of 
the hand, head and heart to ensure that education does not 
alienate the students from the family, community and life. One of 
the key roles of education should be creation of a work culture 
at all stages of education so that the individual develops into a 
socially and economically useful human being with respect for the 
welfare of all living beings (Sarva bhootha hitha). Above all 
else, critical appreciation and concern for the cultural and 
artistic heritage of the country has to be instilled amongst the 
students. It is this package of values which will help the 
creation and sustenance of an enlightened and humane society in 
the country.
2.6.0 It has been clearly within the perception of the
Committee that much of what is contained in its report has 
already been dealt with by different Commissions and Committees 
which were called upon to go into educational policy from time to 
time from the 19th century onwards. However, it is a fact that 
many of the ideas and concepts have remained as such without 
being translated into action and much impact has not been brought 
to bear upon the educational development of the country in the 
desired lines. The Committee's effort has, therefore, largely 
been one of advising on possible alternative modalities of 
implementation.
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CHAPTER 3

ROLES, GOALS AND VALUES IN EDUCATION

3.1.0 The goals of education have been defined again and 
again in different contexts. But it would seem appropriate to 
accept, as a frame of reference, the goal of education, as 
envisaged by the Father of the Nation, Gandhiji: " The goal of 
education is to establish a non-violent and non-exploitating 
social and economic order". Much reflection and wisdom had gone 
into this pithy statement, which is as relevant today as it was 
in his time or even more so. This is the purpose of education in 
a modern, democratic society, its long term goal. But can we 
define the role of education, more specifically and concretely, 
in terms of a process definition?
3.2.0 Education is a process, a long drawn out one, indeed a 
life-long process of Learning to Be by Learning To Become. It 
cannot, therefore, be linked merely to what takes place in a 
school, over a fixed period of hours or years. In order to 
qualify as an important first step of a process and of a life
long process, it must equip the student with capabilities to 
continue to learn as well as to unlearn, seeing both learning and 
unlearning as important. Thus first or 'beginning education’ is 
only the initiation of the child into the world of Knowledge, of 
Attitudes and Values and of Skills. The 'beginning education’ 
must provide foundational knowledge (a mere heap of facts and 
data for memorisation, will not prove to be a foundation on which 
one can build later), a critical exploration into the 
perspectives and values of the community of people he lives and 
deals with and the beginnings of a set of psycho-motor skills.
3.3.0 The major goals and roles of education may be further 
elaborated seeing the same as a process of empowerment and of 
becoming, (for the individual, which, for the same reason, also 
becomes) an instrument for social change. To specify:

a. Education must provide a techno-informative or a sound 
knowledge base, empowering the person through knowledge 
and on which one can build later on.

b. Education must also provide opportunities to aquire 
skills, through engaging the students in a variety of 
processes and situations. These skills would be basic 
life skills, such as foundational skills in 
communication, computation, social skills and manual 
skills, which would enable the student to develop 
specific job orientted skills later.

c. Education must further provide a climate for the 
nurture of values, both as a personalised set of values 
forming one's character and including necessarily 
social, cultural and national values, so as to have a
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context and meaning for actions and decisions, and in 
order to enable the persons to act with conviction and 
commitment.

d. Education must play an interventionist and catalytic 
role too for promoting national cohesion and un:_ty by 
empowering the students to become agents of social 
change.

3.4.0 Can education, a sub-system of the macro society, 
effectively influence the mass society? Seemingly difficult, 
almost impossible, to effect change from within the system. This 
is where the catalytic role (change from within) through 
intervention can make the difficult happen, the seemingly 
impossible, possible. How? Here are a few brief comments:
3.5.1 Present day curriculum is full of content, of techno- 
informative data, much of it neutral data, consisting of facts 
and figures, theories, inventions and laws etc. Several of these 
facts are also selected facts, namely some facts are selected in 
and others are selected out. To that extent, there is an open 
curriculum and an equally real hidden curriculum, the latter 
having as much or more influence on the students as the former. 
While one merely informs, the other effectively forms opinions, 
mind-sets, and values.
3.5.2 To illustrate: In the presentation of the history of 
India's freedom struggle, facts are mentioned, leading one to 
conclude that independence was won, without the involvement of a 
large mass of the people of India, particularly of the common and 
deprived sections of society. Social Studies lessons studiously 
avoid any reference to the inequalities and unfair treatment that 
the SC/ST and other minorities have been facing in free India. 
The student does not learn, from the curriculum, of the 
educational, social and economic disparities. Structures of the 
Government, of the courts etc are given in great detail, but 
little provision for legal literacy, namely to appreciate one's 
rights and also of one's duties. In fact, the section on 
fundamental duties, in the constitution, is among the most unread 
chapters. Though a work culture is an urgent national need, the 
curriculum does not include any significant treat of it. A common 
myth is created that the national wealth and the GNP is the work 
of a handful of States, of a few scientists and of industrial and 
business classes of people, leaving out the major contribution to 
the national economy by the common masses. When dealing with 
preventive and curative aspects of health, the rich traditional 
knowledge and skills for effective cures and preventions hardly 
find a mention. Many more such examples could be cited.
3.5.3 Such biased inclusions and exclusions form stereotypes 
and myths in the minds of the young. The prevalent attitude of 
not dicussing items of life and reality in the classroom, even in 
the upper classes, out of fear that this will arouse communal 
passions or because they are seen as political and not 
educational(!) is an aspect that needs a second look. Are we
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educating for life and for reality or merely for award of marks 
and certificates? Our present day education, at school and even 
University levels, provides little scope for organised and 
regular ref 3 ection. and even less for experient ia1 learning, 
without which internalisation will not take ‘place. Such education 
remains superficial.
3.5.4 Such internalisations will mean greater awareness and
sensitization of the students and will prepare the way for action 
and decisions at the individual and community levels, by a group 
of informed citizens. Imitating the proverbial ostrich, which 
thinks that 'what I don't see, just isn't there' is not going to 
help in solving any of the problems. Far too little attention 
has been given to the third and fourth roles of education, namely 
the value education role and of being interventionist. Developing 
more appropriate curriculum, through new designs and planning of 
transaction methodologies will need urgent attention.
3.6.0 Education should pave the way for enhanced awareness,
greater openness, and ability and courage to question, and 
toughness to search for solutions. In other words, initial 
education is to be a foundational experience, a starter for 
enabling the individual to enter effectively and creatively into 
the many tasks and challenges of life. It is not a tool box that 
s/he would carry through life, in the belief that all 
eventualities can be dealt with, with the aid of the tools in the 
box! That is why certificate or degree education can be so 
misleading (as it often has been) about the real role and 
purposes of education. One view is to see the goal of initial 
education as equipping one with basic minimum levels of 
knowledge, attitudes/values and skills to start one’s life 
journey. It is quite another view to assume that first education, 
vbetheT completed at the primary, secondary or even tertiary 
stage, will reach one to one's destination in life.
3_~7.0 Education, as an instrument of development, must,
therefore be also a truly freeing experience, a process of 
liberation. Liberation from what? In our Indian context 
liberation from the numerous prejudices based on caste, gender, 
religion,- region, language etc; from’ prejudices based or 
superstitious .beliefs; from a variety of unfounded fears; and 
positively- freedom to explore, to investigate; freedom to accept 
truth, even when it goes against one’s earlier notions and 
beliefs. Tn that' frame of reference, the more educated a persor. 
is. the less prejudiced, the more open s/he should become. less 
fearful to stand by one's convictions and when need arises. makr 
demands from oneself and from others as veil as for them. That 
is what is meant by education becoming a freeing experience a; 
instrument of liberation* True education must■ humanise th- 
person. Our forefathers ^experienced an effortless harr 
between themselves, odhers and nature,, ghuthdaya or a tfeelang - 
universal compassion is one of the finest expressions of thi i 
mind—set of our ancestors and of our cultural heritage

.21



3.8.0 The indicator of educational effectiveness is to see 
the kind of competencies that the person has acquired and is 
capable of acquiring, in terms of knowledge, attitudes and 
skills. Education, in other words, must initiate a life-long 
process of developmental exploration, within its two dimensions, 
one of the self and the second of the community and the wider 
society. Nothing less is genuine education.
3.9.1 What is happening on the ground today is indeed a 
matter of real concern. Students acquire the necessary techno- 
informative package and want success and instant success at that. 
They are impatient to wait. In the cauldron of competition, few 
laws exsist and even these are not respected. As a result, there 
has been growing brutalisation of our society. Science and 
technology have made many seemingly impossible things possible. 
The human and the humane, have taken a back seat. We have 
accepted democracy in our country, not merely as a form of 
government, but also a value frame. The luminous words of the 
preamble to the Constitution is the articulation of that value 
frame. We need to find practical answers to safeguard the 
autonomy of the individual (one's democratic right), while also 
making him aware and responsive to the rights of others.
3.9.2 Already in 1961, Jawahar Lai Nehru convened the first 
National Integration Conference. It welcomed the suggestion of 
Akhil Bharat Sarva Seva Sangh to launch a mass campaign for the 
following pledge to be signed by every adult Indian:

"I, as a citizen of India, affirm my faith in the 
universal principle of civilised society, namely 
that every dispute between citizens, or groups, 
institutions or organisations of citizens, should be 
settled by peaceful means; and, in view of the 
growing danger to the integrity and unity of the 
country, I hearby pledge myself never to resort to 
physical violence in the case of any dispute, 
whether in my neighbourhood or in any other part of 
India"

3.9.3 Among the principal causes for our national unity not 
being strong has been the mixing of religion and politics, over
stress on regions and localities, leading to the adoption of the 
norm of 'jobs for the sons of the soil only' and caste and 
religion-based tensions and riots.
3.9.4 In 1986, the National Integration Council laid down the 
basic principle: "Secularism is the bedrock of our nationhood. 
Every Indian has the right, sanctified by the Constitution, to 
pursue his religious beliefs and practices in full freedom. At 
the same time, tolerance and fraternal feelings are enjoined 
upon all communities". Back in 1937, the Zakir Husain 
Committee, appointed by the All India National Education 
Conference, and presided over by Mahatma Gandhi, held up the 
ideal of development of a citizenship in an organised, civilised, 
democratic and cooperative community and recommended that a
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course in history, in civics and in current events, combined with 
a reverential study of the different religions of the world, 
showing how in essentials they meet in perfect harmony should be 
introduced.
3.10.0 The honesty of science, in search of what is true, must 
find its reflection in personal and collective lives, as against 
the large-scale hyprocrisy of double standards and norms. Can 
such transformation take place without touching the deeper self 
in us, the mind and the spirit of man, namely what is spiritual? 
We are not referring to the role and relevance of religions here, 
but to the legitimacy of the role and place of the spiritual in 
an age of science, and perhaps, especially in an age of science.
3.11.1 Education is a multi-dimensional process. While 
developing the individual, there must also be a stress on 
education contributing to assist the student towards attaining 
national goals and purposes. There is a widespread feeling, among 
a cross section of the people in India today that all is not well 
with our body politic and that education must contribute actively 
and positively to find a part of the solution. Currently, 
national unity and secularism, scientific temper and 
modernisation, a work culture and work ethics, and above all a 
humane and caring society are among the pressing national goals. 
The Report on the National Commission on Teachers I (1983-85) 
mentions the following four national goals:

- A United, secular India
- A Modern Nation
- A Productive people
- A Humane and Caring Society.

3.11.2 There is enough attention paid to the development of 
the individual through education. The social dimension of 
education necessitates that education be essentially value—based. 
There cannot be an education that is neutral or of a uniform 
type. Hence there cannot be an educational process and 
objectives that would fit every people and every nation. 
Education has to be culturally coloured and enriched. We may view 
culture from three levels of depth: a) the superficial or 
external level gives a sense of identity to a community, group, 
region or nation. In our case, the different kinds of distinctive 
dresses, the way birth, marriage or death rites are performed by 
different groups, food preferences and preparations, celebration 
of festivals etc. fall into this category and level, b) at a 
deeper second level, the more substantive aspects of a culture 
and its achievements are to be found, such as the different dance 
forms, music traditions, art and architechture, literature, as 
well as planning, systems of management etc. c) at the third or 
deepest level lie the foundational values, world-views, 
perspectives, mind-sets, and the philosophy of a people about the 
way they view basic realities of life, relations and after life.
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3.11.3 The process of modernisation will necessarily bring 
about changes at level one and also, though more slowly, at level 
(wo. Both will be influenced and guided by the perceptions and 
changes at level three. That is why, acculturation is seen as 
basic and essential to education, in the Policy. There cannot be 
culture-free education.
3.11.4 The growing malaise in modern education is that it is 
seen and practised merely or mainly as a means of acquiring 
techno-informative knowledge and skills, with little or no 
anchoring in the cultural roots of the country and its 
perspectives. We do not mean this in any narrow, parochial sense, 
namely education seen as a means of brain-washing the students, 
making them adopt fundamentalist positions, in the name of 
religion, region, language or caste or any other. But unless 
education helps the students to develop not only a personal 
identity but also a social and national identity (which 
essentially means a set of value perspectives and world views, 
linked to one's cultural traditions) education cannot be said to 
have fulfilled its essential role.
3.12.1 A major task of reconstruction of the education system 
is to re-establish the links between education and life, and 
hence between the school and the community. The teachers, by and 
large, see themselves as responsible for teaching certain 
assigned subjects and to do certain other assigned tasks. They 
have little or no links with the concerns and situations of the 
community in which the school is placed and for the people, whose 
children they teach. This alienation has to be put an end to. We 
see the imperative need for every school to be, in the real 
sense, a Community School.
3.12.2 A Community School would mean that the school is not 
only teaching the children from the community or area that it 
serves but is organically linked with the community, has 
emotional attachment with it, and hence is actively involved with 
and extends itself into the life and concerns of the community. 
This linkage or bond will manifest itself in collaborating with 
the community for provision or support of various kinds of 
services. This kind of open-ended community and bridge building, 
breaking the traditional barriers, based on gender, group, caste, 
religion or language, is seen as an important role of education.
3.12.3 Such community schools did exist in some parts of the 
country, such as in Haryana, with the provision of hostels. In 
some tribal areas, "Ghotuls" still exist. These brought together 
the youth from the community, and involved themselves actively 
and in an organised fashion in outreach into the community, 
especially in times of special need. The Ghotul provided a 
structure for socialisation of the young, according to the 
community norms. Every school should develop into a community
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school, so that it goes out to the community of people around and 
is involved actively with their concerns while the community also 
reaches into the school, using its resources and facilities for 
community purposes.
3.12.4 What precisely will be the form of such extension work 
will depend on the quality of commitment and the competencies of 
the Head and teachers of the school and of the c o m m u n i t y  that i t  

is linked to. I t  may be related to agriculture, health, animal 
husbandry, population and family education, environment 
conservation or a variety of other developmental areas of 
interest to the particular community. For a competent and 
imaginative head, it may also mean an on-going provision of 
services to the community by students who have been specially 
trained for technical jobs and for which the community would pay. 
The list would indeed be a long one. But whatever extension work 
is undertaken, it has to be relevant and should find a ready 
participation from the community.
3.12.5 The majority of our schools in the country, being 
situated in the rural sector, are already common schools and 
neighbourhood schools. The problem lies only with the minority of 
schools in the urban sector. But whether urban or rural. 
Government or private, the average school remains divorced from 
the community. There are already many rules and conditions for 
recognition and affiliation of a school. We suggest that one of 
the essential conditions be that the school would engage itself 
in meaningful and on-going developmental work with the community. 
Not as a bit of ritual SUPW or donating some money for this or 
that need but entering into a long-term partnership with the 
community and selectively involving itself with it.
3.12.6 This would be an effective way for all schools, whether 
urban or rural, Government or private, to become community 
schools and for the minority of urban schools to get involved in 
the concerns of the community around. This would pave the way for 
the minority of present urban schools and especially the English- 
medium aided and unaided schools to become neighbourhood schools, 
as a first step towards fully entering into a Common School 
System. The schools need not see this as a tragedy or a sure 
means of loss of present standards. We suspect that the measure 
for standards is largely based, today, on the very inadequate 
yardstick of public examination results. The more meaningfully a 
school can establish links with the community, by connecting 
subjects and curricula of the school with the situations and 
demands of the community, the greater will be the quality of 
learning that would result and hence the quality of education. A 
sea change would also occur in the attitudes of the urban school 
children, in the present English-medium schools.
3.12.7 However, the fundamental problem in our system is 
caused, not by a minority of schools but by the majority of 
schools, namely by the two categories that are fully supported by 
public funds, the Government schools and the Local Body schools. 
These have, by and large, remained outside the purview of any
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real educational audit. though they are required to submit many 
forms of how small amounts of money are spent. Abolition of the 
private schools, urged by several persons, will not solve the 
major educational problem, we feel. It can only be solved when 
the majority school sector finds it possible to substantively 
raise its present level of educational attainments and 
effectiveness.
3.13.1 In a recent National Conference, organised by NIEPA, 
under Government initiative, in December, 1989, the topic of 
empowering the Heads of Secondary Schools was discussed and 
detailed recommendations were arrived at. It is strongly urged 
that the Government, both at the Central and State levels, take 
early decisions to introduce functional autonomy in the 
Government schools, within a clear frame of accountability and in 
a progressively phased manner, so that their quality can improve 
radically. Without such empowerment of the Head of the 
institution, it is not fair to demand that s/he adequately meet 
the many role expectations. Nor can the present neglect of the 
majority of students in the Government and Local Body schools be 
allowed to continue.
3.13.2 This kind of transformation of the quality of 
education, once made available in the normal Government schools, 
will pave the way for the Common School System to become a 
reality and will end the present division of the country and its 
people, between those who have access to the privileged minority 
of schools, and patronised by the civil servants, those from the 
Armed Forces, from large industries and service sectors as well 
as the professions and business categories and the majority who 
can gain admission only in underprivileged ordinary or poor 
quality schools, which form the majority of schools. Quality of 
education thus makes a significant contribution to perpetuate the 
privileges enjoyed by a fairly small minority of the people. Some 
put the percentage at a small 3%, while a more fair percentage 
may be around 15-20. But even this is a totally unacceptable 
percentage, in our democratic set up.
3.13.3 It is recognised that the middle class, in our country, 
as in other countries, exercises a great deal of pivotal force in 
decision-making. Educational policies have indeed taken a stance 
in favour of the majority, but in practice, no effective steps 
have been taken to equalise opportunity, through provision of 
education of comparable guality to all. The 86 Policy makes this 
remarkable statement of intent, but there is little evidence that 
action steps have kept up with policy intentions.
3.14.0 Developing schools into truly community schools will be 
one way of giving effect to the interventionist and catalytic 
role of education. Community schools will become a major force to 
break down the present division of educational haves and 
havenots. It will also provide a context and climate for nurture 
of values, through organised reflection and decisions. The 
formation of the Educational Complex that the Committee has 
recommended will provide another buttress to attain national
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goals and purposes. Vocationalisation of education, which has 
also been recommended, will have a base to operate from. 
Improvement of the quality of Schools, evolution of neighbourhood 
schools and leading to the Common School System are also linked 
to the proper development of making every school a commun ity 
school. That is why we consider this a key recommendation.
3.15.0 The NPE was clear on the essential role of education as 
an accufturating process. It also saw and emphasised the role of 
development of human resource through education and training. The 
Committee views man as more than a mere resource, an economic 
commodity, and have stressed the human and have put the accent on 
the cultural and spiritual, as on science and technology for the 
total education of the total person. The Committee is in basic 
agreement with the 1986 Policy perspective and thrust but have 
elaborated on certain key result areas,which have not received 
adequate ground level priority, such as re-design of curriculum 
and methodologies and a machinery for effective implementation.
3.16.0 This, the Committee feels, remains the great unfinished 
task
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CHAPTER 4

EQUITY, SOCIAL JUSTICE AND EDUCATION

Section A: Education and Women's Equality

4.1.1 The evaluation of policy in relation to women's 
education needs necessarily to be made in the larger context of 
the socio-cultural reality in which women live; and the 
educational situation that is sought to be addressed and 
subsequently redressed.
4.1.2 At the time of the formulation of NPE 1986, the 
existing data on the state of education (Government Reports and 
the Census of India 1981) clearly indicated the following trends 
in the educational situation of women. The NPE/POA also make 
reference to some of these.

The rate of illiteracy among women is 75% as compared 
to 53 % for men. Illiterate women predominate in 
villages and particulrly among the under-privileged 
sections of society. The illiteracy rate is as high as 
90.1% among SC women and 92% 
among ST women (Census, 1981).

- Regional disparities in the state of women's literacy 
are also pronounced. While illiteracy among women in 
Kerala is 34%, it is as high as 89% in Rajasthan and 
86% in Bihar.

- While about 42% of boys in the age-group of 6-14 years 
at an all-India level are not attending schools, almost 
62% of the girls in the same age group do not go to 
schools. This gender disparity is further accentuated 
if one views the rural population separately. About 
47% of the rural boys in this age group do not attend 
school. In contrast, the proportion of rural girls 
outside the ambit of formal education is as high as 
70%. Even in the urban areas, more than one-third of 
the girls are outside the school system.

- While 70% of non-enrolled children are girls, the 
majority come from rural areas. Enrolment rates are 
poorest among girl children who belong to communities 
which suffer from social and economic discrimination
i.e., the Scheduled Castes, Scheduled Tribes and other 
educationally backward communities.
Although precise data are not available, it is widely 
acknowledged that the percentage of girls belonging to 
certain minority communities going to schools may be as 
low, as in the case of SC/ST girls, if not lower.

28



While the drop out rate of both male and female school 
children increases with the stage of education, it is 
more acute among girls at each stage. Here again, 
dimensions such as the urban-rural, socio-economic 
status and ethnic background are important.
The representation of women in higher education is as 
low as 31%. Data show that, of all the women enrolled 
in higher education, 55% are in arts courses and only 
20% in science courses. Women also tend to join lower 
professional courses as compared to higher professional 
courses. For example only 6% of students enrolled for 
engineering courses are women.
The proportion of women amongst teachers engaged at 
Primary, Middle and High/Higher Secondary levels in 
1987-88 was as low as 26.3%, 32.2% and 31.2% 
respectively.
It is recognised that women are poorly represented at 
higher levels of the decision-making process in the 
education system, though information on this issue is 
yet to be compiled.

The Status of Women in Indian Society - Implications for 
Education
4.1.3 Research available on the education of women in India 
points to a number of socio-cultural and economic factors that 
influence the participation of women in the system of education 
and have a bearing on the above-mentioned trends.
4.1.4 The prevailing cultural norms of gender behaviour and 
the perceived 'domestic' and reproductive roles of women tend to 
adversely affect the education of girls. Negative attitudes 
towards sending girls to school, prejudices against retaining 
them in school, restrictions on mobility especially after 
puberty, early marriage, pressures to enter 'womanly' courses 
etc. are known to affect the nature of participation of women in 
education. These are reflections of the patriarchal values and 
attitudes which are dominant in society. The effect of gender 
bias varies in different social and economic groups and is 
particularly harsh on communities which suffer discrimination and 
those in certain minority groups. Among poor families, the 
economic role of the girl child and her responsibilities in the 
household are obstacles to schooling. The gender bias existing 
in society has a direct bearing on many aspects of the education 
system. These include inadequate facilities for girls' education 
at different stages, unequal access to 'non-traditional1 courses, 
gender stereo-types in both the 'official' and 'hidden' 
curriculum, negative attitudes of teachers and administrators, 
and poor representation of women in positions of authority and
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decision-making. Education policy must, therefore, address 
itself to the larger socio-economic and cultural context that 
affects education of girls.
4.1.5 At the same time, it must be recognised that poor 
enrolments and large drop-out rates among girl children are not 
a result of social, economic and cultural factors a lone, but are 
also the product of the policy and its priorities. For example, 
it is policy which determines the nature of the available 
educational facilities, their coverage and quality. This in the 
above context can either accentuate existing problems of girls’ 
education or facilitate their participation.
NPE/POA Stipulations
4.1.6 Referring to women's education, the NPE clearly states 
that education will 'play a positive, interventionist role in the 
empowerment of women .... foster the development of new values 
through redesigned curricula, textbooks, the training and 
orientation of teachers, decision-makers and administrators...'. 
The thrust of the policy lies in intervening within the education 
system, as is also evident from the policy parameters listed in 
the POA. The socio-economic and cultural constraints that lie 
outside the school system and have a direct bearing on girls' 
education are not adequately addressed. The larger context of 
the nature of development and the scant economic opportunities 
available to poorer and socially discriminated sections of 
society among whom girls enrolment is the lowest, do not seem to 
have informed strategy enunciation. The NPE seemingly construes 
education alone as 'an agent of basic change in the status of 
women'. The concern for 'support services', such as water, 
fuel, fodder, child-care and hostel facilities, has not been 
adequately operationalised in the POA. This is also reflected in 
the POA's acceptance (without question) of the official norms 
regarding the distnace at which schooling should be available in 
rural areas. For instance, the official norms of 1 km. and 3 km. 
as 'walking distance', at which primary and middle schools 
respectively are to be made available may still not be suitable 
for girls.
4.1.7 Further, even if education is to play an interventionist 
role, it is crucial that a gender perspective is reflected 
throughout the policy*. This implies that all dimensions of the 
education policy should reflect a 'well-conceived edge in favour 
of women’ in order to 'neutralise the accumulated distortions of 
the past’. There is, however, a gap between the policy statement

By this we mean that education "... must address the 
structures & attitudes that have prevented women's equality 
till now, and have perpetuated and strengthened patriarchal 
values and institutions that subordinate women". Education 
must also play "... an active role in promoting the new 
values of equality in the division of roles, rights and 
responsibilities between men and women in every sphere".
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a) Water, Fuel.and Fodder

4.1.10 The release of the girl-child for schooling thus
requires an improvement in the access of house-holds to water, 
fuel and fodder, and this should invariably inform the Policy. 
Further, it should also stress that efforts in the direction of 
social forestry, drinking water supply and greening of village 
common lands should be viewed not merely as 'eliminating 
drudgery from women's lives' (POA, Para 12) but as necessary 
inputs to improve girls 1 access to and retention in schools. In 
the POA, the mention of support services appears to have no 
operational link with the Primary School.

Recommendations
i) There is a crucial link between the easy access to water, 

fuel and fodder and schooling of girls. This understanding 
needs to be explicitly reflected in the policy of Government 
and be concretised in operational designs.

ii) 'Local Area Planning', as envisaged in the ‘Approach to the 
Eighth Five Year Plan' document, must take into account the 
above linkage while planning for programmes relating to 
forestry, drinking water and greening of common lands.

iii) The Department of Education should coordinate with the other 
concerned departments and secure adequate resource 
allocation for the above mentioned programmes based on 
parameters which indicate the status of girls' education in 
a given habitation/village. For instance, priority needs to 
be given to the habitations/villages having enrolment and 
retention rates for girls in schools below the average rates 
of the State.

iv) To achieve the above purpose, planning for educational 
development of any given region would have to be necessarily 
conducted at the Block or sub-Block level. This task would 
be facilitated if it is undertaken through the proposed 
Educational Complexes in which there will be Block-level 
representatives of the various agencies/departments 
concerned with social welfare and development, along with 
teachers, Anganwadi workers, and representatives of poor 
women's groups and Panchayati Raj institutions.

v) Teachers, Anganwadi workers, village-level functionaries of 
other departments, and representatives of women's groups and 
community-level organisations should play an important role 
in making micro-level information available to the 
Educational Complex for prioritisation of action in this 
regard.
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v) While the Anganwadis (1CDS) should continue to be given 
importance, other models which are sensitive to local needs 
should also be encouraged.

vi) The management of Anganwadis and other ECCE programmes 
should be decentralised and be made participative, as 
recommended in the chapter on ECCE.

vii) In order that child-care facilities and pre-school and 
primary education or girls are prioritised in the village 
and the community, the Anganwadi workers and poor women's 
groups should be represented on the Village Education 
Committees.

c) The Availability of Schooling
4.1.14 The POA states that there will be a shift 
from enrolment to retention in elementary education 
Para 13) While retention in schools needs to be 
concerted drives aimed at increasing enrolment

in emphasis 
(Chapter II, 
emphasised, 
of girls,

especially 
continue.

those from under-privileged social groups, must

4.1.15 The availability of facilities for schooling within easy 
reach is crucial for access to and retention of girls in schools. 
At present, 48.6% of the habitations representing about one-fifth 
of the country's rural population do not have a Primary Schools. 
These include habitations which have population of more than 300 
persons and hence according to the official norms should have 
already been provided with primary schooling. Although almost 
95% of the rural population according to official figures are 
served by a primary school either within or up to a "walking 
distance' of 1. km., this should not give rise to grounds for 
complacency as far as girls’ education is concerned. It is 
necessary to recognise that the involvement of girls in sibling 
care and domestic chores and other socio-cultural constraints may 
make even 1 km. beyond 'walking distance' for them. These 
factors become more important when it comes to middle schooling 
where access to education is poorer than at the primary stage. 
Only 13.3% of habitations have middle schools. The poor 
availability of middle schooling may be a major constraint in the 
retention of girls in schools. Parental fears at sending girls 
outside the village particularly with the approach of puberty 
cannot be dismissed. Girls belonging to SC, ST and other 
discriminated social groups are particularly vulnerable. In 
other words the 'socio-cultural threshold' beyond which girls 
have to venture to receive education makes easy availability of 
schooling of critical importance. The official target of 
providing a middle school within 3 kms of the habitation, hence, 
will not ensure accessibility of upper primary education to all 
girl children. (see Table 1).
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TABLE 1
Girls1 Access to Education j. £n OvqgjfcLew

Factors which Reasons Recommendations
will facilitate 
girls' education

I. LINKING EARLY o 
CHILDHOOD CARE 
AND EDUCATION 
(ECCE)

o

o

Prepares girls in i)
in the 0-6 age group 
for Primary Schools.
Relieves older 
girls from the 
responsibility ii)
of sibling care.
Positive impact 
of ECCE's child- 
centred approaches 
on the learning 
environment in iii)
school.
Enables women 
teacher also to 
avail of day 
care facilities for 
their children and 
attend school 
regularly.

Locate ECCE centres 
in proximity to the 
Primary School and 
adjust their timings to 
include school hours.
Teacher Training 
programmes and 
redesigning of curri
cula for Classes I-
III should incorporate 
ECCE approaches.
Co-ordination between 
Anganwadi worker and 
school teacher.
(see chapter on ECCE 
for further details)

ii. PROVIDING o
EASIER ACCESS 
TO WATER,
FUEL AND 
FODDER

Relieves girl 
children
from the responsibi
lity of gathering 
fodder and fuel and 
fetching water from 
distant sources.

Make water, fuel and 
fodder easily accessi
ble, on a priority 
basis, to those habi
tations or communities 
whose enrolment and 
retention rates for 
girls in schools are 
below the state 
average
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Factors which
will facilitate
girls' education

Reasons Recommendations

III. PRIMARY 
SCHOOLS 
WITHIN . 
HABITATIONS

o The 1 km. official i) 
norm for 'walking 
distance' is inappro
priate from the stand
point of girls 
due to their 
involvement in 
activities of the 
household within 
and outside the 
home.

o Primary School
within easy access 
may enable parents 
to spare hildren 
for schooling.
Security for very 
small girls

Provide each habita
tion with a p opu
lation of 300 or imore 
with at least one 
Primary School by the 
year 2000 (ithis
implies an additional
1.22 lakh schools as 
per 1986 data). Ira the 
meantime, each of 
these unserved habita
tion may be linked 
to the nearest 
Primary School through 
a ' para-school' (see 
the chapter on Univer- 
salisation for
details).

ii) A network of
schools',linked t 
nearest Primary S 
should be started 
that all unserved 
tions with popula 
of less than 300 
be served by at 
one 'para-school 
the end of the Ei 
Plan.

para 
o the 
chool 
such 
habit, 

tion 
would 
least 
’ by 
ghth

iii) Habitations having
enrolment and 
retention rates for 
girls below the State 
average must be given 
priority.
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Pactors which
w/ill facilitate
gjirls' education

Reasons Recommendations

I!V. MIDDLE 
SCHOOLS 
(especially 
for girls) 
WITHIN EASY 
ACCESS,i.e. , 
within 1 km.

The present norm i)
of 3 kms. for 'walking 
distance' places the 
Middle School beyond 
the reach of rural 
girls who carry heavy 
household responsibi
lities at this age. 
Hence, proximity of 
the school is important 
for girls.

Provide each habita
tion with a population 
of 500 or more with at 
least one Middle 
School by the year 
2000 (about 2.5 lakh 
additional schools as 
per 1986 data). In the 
meantime, each such 
habitation may be 
served by a 'para- 
school' , linked to the 
nearest Middle School.

o Very real problem ii) 
of security and appre
hension of parents in 
this regard*

o Restrictions rela
ting to puberty 
regarding mobility, 
interaction with 
men.

iii)

For unserved habita
tions with a popula
tion of less than 500 
each, a network of 
'para-school' linked 
to the nearest Middle 
School, should be 
started, such that 
every child has 
access to a 'para- 
Middle School' within
1 km. of 
residence by the end 
of the Eighth Plan.
Priority should be 
given to habitations 
where enrolment and 
retention rates for 
girls are below the 
State average.

V.. NON-FORMAL I- O
SING THE 
SCHOOL
o Making the 

formal school 
less rigid

The rigidity 
of the formal school 
in terms of the 
school hours and 
the school cale
nder is a dete- ii) 
rrent to the 
enrolment and

i) Shortening and stagge
ring of school hours, 
particularly for girls 
and working children.
Flexible timings of 
the school and
matching the school

* The CWDS document states that even 3 kms. is a distance th-r 
makes parents apprehensive of sending girls in this age group i 
schools.
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Factors which
will facilitate
girls' education

Reasons Rg commendat i ons

o Involvement 
of Village 
Education 
Committees 
in non
formalising 
the school.

retention of girls 
involved in acti- 
activities within 
outside the home.

and

The rigidity of iii) 
the curricula and 
the formal 
learning environ
ment discourages 
children from the 
school.
Children who shift 
place of residence 
during seasonal 
migration cannot 
avai1 of formal iv)
schooling.

calender with the 
local agricultural sea- 
and cultural festivals 
would be necessary.
Recruit 'para-
teachers ' (e.g. ,Shiksh. 
Karmi s) from within 
the habitation to 
organise 'para-
schools' (linked to 
the Primary/Middle
School), thereby
enabling the school to
* reach out'*

In the context of the 
above, local
educational needs will 
have to be identified.

Educational 
and the 
Education 

will be in 
to 
to 
up 
to

'para- 
and to 

teachers who 
persuaded to 
this process*

The
Complex 
Village 
Committees 
the best position 
decide how
effectively 'open 
the school 1, 
recruit 
teachers 
identify 
can be 
help in

v) To meet the needs of 
working children,drop
outs , children of sea
sonal migrants, street 
children etc.,creative 
and non-formal methods
e.g. the ECCE approach, 
should be designed.

See the chapter on Universalisation of Elementary Education for 
details regarding 'para teachers'.
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Fac tors which
w i l 1 facilitate
g i r l s ’ education

Reasons Recommendations

VI .

VII .

vi)

OTHER 
MEASURES 
TO ATTRACT 
GIRLS TO 
SCHOOLS

SECONDARY 
and HIGHER 
SECONDARY 
SCHOOLS
o Better 

transport 
facilities.

o Increase 
in the 
number of 
schools for 
girls.

Girls engaged in 
wage labour may 
require 'opportunity 
cost’ in order to 
be able to attend 
school regularly.

i)

ii)

Older girls and iii)
their parents are often 
uncomfortable with 
male teachers. iv)

Poor transport i)
facilities, parti
cularly in rural 
areas, contribute to 
inaccessibility of 
schools. This is 
especially true for 
girls who are discour
aged, to use the bicycle 
or return late in the 
evening.

o Parents are often

Legal measures be 
adopted to make
employers send their 
child workers to schools 
to be especially set up 
for the purpose*.
Provide scholarships 
to deserving girls from 
under-privileged groups.
Provide uniforms, 
textbooks etc.to all 
girls.
Increase in the number 
of women teachers.

Complaints regarding 
sexual abuse of girls 
in school should be 
taken seriously.
Educational complexes 
should mobilise, on 
rental, public bus 
transport facility or 
private transport (tempo.
mini buses, rickshaws, 

etc.) on rental. Rental 
should be paid by the 
parents. Bus timings in 
rural areas should be 

coordinated, as far as 
possible, with school 
hours. This will benefit 
students as well as 
teachers. Innovative 
methods need to be evolv

In the view of the Committee the practice of child labour is a 
product of the inequitous economic system and should be 
discontinued. However, as long as the practice continues these 
children cannot be denied the basic right to education.
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Factors which
will facilitate
girls' education

Reasons Recommendations

Residential 
facilities 
for girls 
near Seco
ndary and 
Higher 
Secondary 
Schools.

VIII.HIGHER
EDUCATION

hesitant to educate 
older girl children 
if schools are co
educational or 
teachers are male.
Some parents may 
be prepared to send 
girls for schooling 
if hostel facili
ties are avai- ii) 
lable. The element 
of security is 
important.
Women teachers will 
find it convenient, 
if hostel faci
lities are iii) 
available.

iv)

o There is need to

enable girl children 
to attend schools at 
greater distances. (A 
suggestion of having

mothers' asschool 
escorts has been made 
in the CWDS document)

Increase the number 
of single sex schools. 
The possiblity of 
having two shifts in a 
school, one for girls 
and the other for boys 
can be explored.
Increase the number 
of women teachers in 
co-educational schools 
and in general.
Hostel facilities must 
be made available for 
girls at all levels 
and women teachers 
one woman teacher 
warden). Existing 
accommodation in a 
village/town can be 
hired for this purpose 
to increase the 
facility at minimum 
cost. Free residen
tial facility should be 
made available for SC/ 
ST and other under
privileged groups.

(with
as

o Increasing 
opportunities 
for women 
in higher 
and pro
fessional 
education. o

expand facilities 
for higher education, 
especially in subject 
streams and geographi
cal regions where the 
representation of women 
is poor.
Special incentives

i) Increase in facilities
for higher education 
for women, particu

larly in the technical 
professions, in
streams and regions 
reflecting gender

disparity with respect 
to the representation 
of women.
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Fac tors which
w i l 1 facilitate
girls' education

Reasons Recommendations

o Incentives 
for women to 
pursue further 
studies, 
specifically 
in areas that 
are 'non- 
traditional’

o

o

ii)
such as scholar
ships, will encou
rage women to 
enter streams such 
as medicine, 
veterinary sciences, 
engineering,
law etc. iii)
Women from 
poorer families 
will require 
freeships, free 
textbooks, and 
other such 
incentives to 
pursue their 
studies.

iv)

Creches,hostels and 
such other support 
services will enable 
women to continue 
their education. v)

Scholarships should be 
given to encourage 
women to enter 'non- 
traditional’, high
technology courses.
Special financial in
centives in the form 
of freeships, free 
textbooks etc. should 
be provided for women 
from under-privileged 
sections.
Creches and hostel 
facilities should be 
provided to facilitate 
women to continue 
education.

Relaxation of age- 
limit and the
possibility of conti
nuing education and 
re-entry into the 
mainstream, after a 
break, especially for 
women who have left 
studies due to various 
reasons (see provision 
for multiple-entry and 
exit points, as envisage^ 
for secondary and Higher 
Education).
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d) Regional Disparities
4.1.16 In addition ■ to state-level disparities in education, 
district and block-level disparities are also critical dimensions 
of planning and resource allocation in education. It is observed 
that districts with the lowest rural female literacy rates, also 
report poor participation of girls in primary schools. There are 
123 districts where the enrolment ratio for girls in primary 
schools is less than 50% and literacy rate are bleow 10% (See 
Table 2); 87% of these districts are concentrated in the five 
states of Andhra Pradesh, Bihar, Madhya Pradesh, Rajasthan and 
Uttar Pradesh. This dimension has not been taken into account in 
the strategies enunciated by the POA.

Recoromendationsg
i) The ,issue of regional disparities needs to be incorporated 

into the operational design for universalising girls' access 
to elementary education.

ii) Any effective strategy for raising the educational status of 
women in India would have to give priority to the 
educationally backward districts.

iii) Educational planning at the level of Educational Complexes 
will depend on block-level or sub-block-level profiles. 
These profiles should be based on micro-level information 
collected from habitations/vilages. Teachers, Anganwadi 
workers, other village-level functionaries and 
representatives of poor women and other community level 
organisations should be involved iti making such information 
available.

iv) Decentralised and participative mode of planning and 
management offers an effective basis for responding to the 
challenge of regional disparities in education, including 
girls' education. Diverse strategies and disaggregated 
time-frames, worked out locally, constitute the twin 
instrumentalities to achieve the goal of universalisation.

0 These terms have also been dealt with in general terms in 
the chapter on 'Decentralisation and Participative 
Management’.

42



TABLE 2

Distribution of Districts Having Combined ( for all levels) Gross 
Enrolment Ratios for Girls Less Than 50 Per Cent and Rural Female 
Literacy Rates Less Than 10 Per Cent

States Number of Districts

Andhra Pradesh 8
Arunachal Pradesh 4
Bihar 14
Haryana 1
Jammu & Kashmir 8
Karnataka 1
Madhya Pradesh 29
Orissa 2
Rajasthan 25
Uttar Pradesh 31

TOTAL 123

Note: Computed from figures provided in GOI/MHRD, 1989, Report of
the Working Group on Early Childhood Education and
Elementary Education Set Up for Formulation of Eighth Five 
Year Plan and Census of̂  India, 1981.

Source: Kurrien, J., October, 1990.
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Content of Education and the Gender Bias
a) The Curriculum
4.1.17 Serious thought needs to be given to the restructuring 
of the curriculum so that the objective of women's equality in 
education is facilitated. While there can be a women's component 
in the curriculum to begin with, the larger goal should be to 
bring a gender perspect ive into the ent ire curriculum, whatever 
be the latter's components. The POA however does not reflect 
such an approach. There is no reference to women or gender in 
the entire chapter on 'Content and Process of School Education', 
except for a mention that 'Equality of Sexes' is to be one among 
the ten core curriculum areas (Para 6). While the chapter on 
'Education for Women's Equality',mentions the 'incorporation of 
values commensurate with the new status of women' in the core 
curriculum it does not present any framework reflecting a gender 
perspective.
4.1.18 The POA however, recommends that the NCERT Women’s Cell 
will be 'given the responsibility for preparing the component of 
the core curriculum relating to women's equality' (Para 5g). The 
POA also mentions that this Cell should 'accelerate its work of 
eliminating sexist bias and sex stereo-types from school text
books' . In the view of the Committee, a gender perspective in 
the content of education means more than the elimination of 
'sexist bias and sex stereo-types’ from text-books. A study of 
NCERT text-books commissioned by the Review Committee showed a 
distinct gender bias, a greater visibility of male as compared to 
female characters, portrayal of women as passive and mainly in 
domestic roles and men in positions of power and authority. The 
study also observes that such textbook examples cannot be viewed 
in isolation of the larger context of social reality which gives 
rise to such stereotypes. Indeed, the mere creation of a Women's 
Cell in NCERT does not necessarily imply that gender bias will be 
removed.
4.1.19 The task of bringing a gender perspective into the 
curriculum is a complex one and requires research input, 
discussion and debate. Some suggestions made by CWDS in 1985, 
need to be deliberated upon. These recommendations are modified 
and given below:
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Recommendation

The curriculum in schools should include

Increase in the visibility of women and projection of a 
positive image of the role of women in history, their 
contribution to society in general and the Indian context in 
particular. For instance, social history should project the 
contribution that women have made in the national movement. 
All such issues should be carefully incorporated in the 
training and orientation of teachers, educators and 
administrators.
Special efforts should be made to strengthen mathematics and 
science education among girls. Girls' schools should give 
greater importance to mathematics and science than at 
present.
Undifferentiated curriculum for boys and girls.
Elimination of negative stereotypes and biological and 
social concepts which have a sexist bias. This has been 
dealt with in greater detail in the Section that follows.
Outmoded traditions and myths that hinder positive 
development of women and their role in national life should 
be objectively discussed in the classroom in a gender 
perspective. Similarly, the portrayal of women in our 
epics and mythology need to critically examined in the
classroom.
Basic legal information including protective laws regarding 
women and children and extracts from the Constitution to 
make the children aware of the fundamental rights and other 
basic concepts therein.
Specific measures to improve the participation of girls in 
physical training and sports should be undertaken.

b) Stereotypes in Textbooks and the 'Hidden Curriculum1
4.1.20 Given the everyday social reality 
continuously imbibe gender-biased messages, 
reinforces these in terms of both the 
(teachers' attitudes, daily activities, peer 
the 'official curriculum’. Examples of the 
in a primary school :

in which children 
the school further 
'hidden curriculum’ 
influence, etc.) and 
'hidden curriculum'
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(a) "Boys, you must study, the girls will yet married 
anyway."

(b) "Chattan (a boy), if you continue to trouble, you will 
be made to sit with the girls".

The above examples reflect a gender-bias rooted within the 
attitudes and behaviour of teachers (this will be dealt within 
the Section on the training of teachers). .

4.1.21 Several examples of 'sex stereo-types’ even in recent 
NCERT textbooks have been reported. Reflecting on the image of 
women that the education system is projecting through textbooks, 
the Sharmshakti Report observes that girls and women are rarely 
portrayed in roles associated with economic activity. By and 
large, even mere references to women are minimal, and poor women 
projected even less. Although the POA affirmatively states that 
the NCERT Women's Cell should 'take active help of all persons', 
the role of Women's Studies Centres and women activist groups in 
eliminating sexist bias in school textbooks is left vague and 
undefined. Many educational institutes are not even aware of 
their possible role.

4.1.22 It is important to introduce a note of caution regarding 
recommendations that give institutions a blanket 'responsibility 
for preparing the component of the core curriculum relating to 
women's equality' (POA, Para 5 g ) . It would be useful to review 
the work done by such institutions in the area of elimination of 
gender bias in text-books. In 1982, for instance, NCERT designed 
Teacher's Handbooks entitled 'Status of Women Through 
Curriculum'. An example from one handbook given in Table III 
suggests that mere mechanical changes infact reinforce existing 
gender roles in 'sophisea ted’ ways.

46



TABLE 3 
MIDDLE SCHOOL J_ CLASS VI-VII 

STATUS OF WOMEN THROUGH CURRICULUM - ELEMENTARY TEACHERS' HANDBOOK
NCERT 1982 : D.66(10)

Value Topic Ideas to be How to Project it
Projected

Basic Motion, The laws of motion, Some examples® of
know Force & force t pressure are motion, force and
ledge Fressure equally applicable pressure in the
& skill to all. The basic household are listed
1 s knowledge & skills below :
equally pertaining to these
required principles are o Motion : Churnina of
and required by both milk by churner is an
applied men and women example in which the
by men in their daily hands move in linear
and life...... motion whereas the
women wheel moves in

rotational motion. In 
sewing machine the 
rotational motion of 
wheel is converted to 
translatory motion of 
sewing-needle. 
Grinding-wheel & the 
swing (ihoola) are 
examples of vibratio
nal motion.

o Force : For frictio
nal force the examples 
of scrubbing, striking 
match, sharpening
knife and cleaning 
vessels should be 
cited.

o Pressure : Cooking by 
pressure, use of knife 
& cutters, syringe, 
handpump, cycle pump 
& grinding stone,etc., 
should be used as 
illustrations.

* These examples are froim household work traditionally associated 
with women. The guide book could as well as have given 
alternative examples concerning work common to man and women.
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Recommendations

i) It is recommended that all school text-books, both by 
NCERT/SCERTs and other publishers, be reviewed to eliminate 
the invisibility of women and gender stereotypes, and also 
for the proper incorporation of a women's perspective in the 
teaching of all subjects. This review should also cover all 
the supplementary reading material and library books being 
recommended for schools, particularly those supplied by 
Operation Blackboard.

ii) As an immediate step such an exercise should seek the active 
participation of different groups and individuals, such as 
Women's Studies experts, Women’s Studies Centres of the 
Universities and Research Institutes, and women's 
organisations working at grass-root level, rather than 
exclusive dependence on NCERT/SCERTs.

iii) A similar exercise should be undertaken for the university 
curriculum and text-books in all disciplines. This should 
be initiated by University-based Women's Studies Centres and 
individuals already working on these issues.

c) The Role of the Media
4.1.23 The powerful role that the media plays in reflecting and 
perpetuating dominant societal values, such as gender inequity, 
is well known. Hence efforts by the education system to 
incorporate a gender perspective and promote women's equality 
need to be accompanied by intervention in the domain of media as 
well. To the extent that the media continues to project women in 
subordinate and exploited roles, and ignores their very presence 
as well as contribution towards economic activity, it will be 
difficult to achieve values of gender equality through the 
educational system alone. While the POA states that "... clear 
policy guidelines should be developed by radio and TV in 1986-87 
and measures taken to persuade films and other media on these 
lines" (Para 5e), it fails to establish media's crucial link with 
the larger objective of creating gender equality. Although it is 
not known that such guidelines were ever prepared in accordance 
with the suggestions of the POA, no impact is visible in the 
projected images of women through the media.
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R<e commend at ions

i ) All media channels, both in the public and private sectors 
should take serious note of the crucial role that the media 
can play in promoting gender equality and empowerment of 
women as enunciated in NPE.

ii) In the specific context of gender, advertisements displaying 
women as sex symbols and using them for sales promotion 
should be seriously dealt with.

iii) Media should project positive images of women. Women should 
also be shown in professional roles, for instance as 
doctors, engineers and scientists, so that they can serve as 
role models.

iv) An awareness of the need for women's education, especially 
elementary and vocational education, should also be spread.

v ) The Information and Broadcasting Ministry should evolve a 
network to monitor the projection of women, and evolve a 
code of ethics with regard to the presentation of women in 
all types of media (similar recommendations are also made in 
the Shramshakti Report, 1988)

vi) An Inter-Ministerial Committee,comprising of representatives 
of the Departments of Education, Women and Child 
Development, Culture, and Information & Broadcasting, should 
be constituted to monitor and ensure that the policy 
guidelines emerging from NPE and POA are being supported, 
rather than being violated, by the media, particularly Radio 
and TV. Representatives of women's organisations and 
Women's Study Centres may also be included in this Committee.

v'ii) a National Policy on Communication, giving a gender 
perspective to all forms and processes of mass 
communication, should be formulated urgently. The National 
Commission on Women should play an active role in this 
exercise.

Vocational Education
41.1.24 Even though the policy makes a positive statement on the 
e?limination of 'sex stereotyping in vocational and professional 
courses and to promote women's participation in non-traditional 
occupations...', the POA in fact makes a negative statement in
tihis regard. It states that '...... while girls will continue to
receive preferential treatment in trades/occupations, for which 
t:hey are particularly well-suited (e.g. teaching and nursing),
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this will not become a barrier for their participation in 
technical and professional courses of higher level....' [POA, 
para 18 ( i)] .
4.1.25 In practice it has been observed that opt 
scientific and technical professions are rarely avai 
women. Existing polytechnics for women offer only tr 
'women-oriented' courses, such as fashion designing, 
nursery teachers' training, beautician, interior de 
steno-typing etc., thus reinforcing the sex-sterotypes.
4.1.26 Given the present low educational status of women, and 
high drop-out rates, it is desirable to develop a wide range of 
vocational courses at the 'Plus Class VIII' (i.e. secondary 
stage) level so that such opportunities would be available to a 
larger segment of girls than would be the case if such courses 
were available only at +2 level. Such courses should be linked 
with placement opportunities and entrepreneurship.
4.1.27 In this context, POA's emphasis on exposing girls to 'a 
variety of vocational training activities’ at each stage in 
school education itself, is particularly welcome. POA also 
suggested that skill development amongsc girls and women would be 
a continuous process starting from the NFE and AE centres and 
carried further by the Continuing Education Centres. There is no 
evidence that these positive aspects of NPE for promoting gender 
equality have J: een implemented during the post policy period.

Recommendations
i) Vocational Training for women should be planned and 

implemented at the State level, partly through the proposed 
Educational Complexes.

ii) Vocational Training for women should be encouraged in non- 
traditional occupations, following an undifferentiated 
curriculum.

iii) Concerted efforts should be made towards discouraging the 
existing biases in vocational courses for women.

iv) Vocational training courses for girls at 'Plus Class VIII' 
level (i.e. secondary stage) in order to expand the social 
base of vocational education. Opportunities should Le 
especially given to dropouts after middle school.

v) Diversification of courses and trades to match with the job 
potential at local level is important. For encouraging 
access to technical or craft-and-skill- training 
institutions, increased stipends, fellowships,and a system 
of placement is recommended. There should be at least one 
women's polytechnic in each District.

ions for
labl e to
adi tio n a1
coo ke r y l

cor atio n §
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41.1.28 Teachers, themselves b e in g p roducts of society, bring 
w;ith t h e m  g e n de r- bi as ed  s t e re o- ty pe s and images which they 
c o m m u n i c a t e  (often unconsciously) to s tudents within and outside 
t;he class ro om . An awareness of gend er  discrimination, s t e r e o 
t y p e s  and biases, both in the 'official' and 'hidden' curriculum, 
c?an h e l p  the teacher to consciously atte mp t to practise gender 
e:quality w i t h i n  the constraints of the class -r o om  situation. In 
t:his c o n t e x t  the Committee has in min d  the concrete teaching
c.'ontext w h e r e  teachers (especially in eleme nt ar y rural schools), 
w/orking u nd er  trying conditions, are ex t re me ly  vulnerable, have 
l i t t l e  a u t o n o m y  and are bound by a ri gi d  curriculum. However, 
s;ince the pedagogical r el at i o n s h i p  does give the teacher a 
p>osition of authority vis-a-vis the student in the class-room, 
aind the fact that teachers can and do wield influence over 
c h i l d r e n  and their parents, gives rise to p ossibilities for
i n t e r v e n t i o n  in education. A l t h o u g h  this interventionist 
p o t e n t i a l  of teacher, as also of d e c i s i o n - m a k e r s  and educational 
a d m i n i s t r a t o r s , is implied in NPE/POA, it needs to be explicitly 
s;tated and incorporated in st rategies. It is here that the 
tiraining of teachers becomes crucial. In the context of gender, 
t r a i n i n g  implies a re -o rientation of the content and p r a ct ic e  of 
t e a c h i n g  towards a perspective of women 's  equality. This 
p>ertains not only to the 'official' c u r r i c u l u m  but also includes 
a m  u n d e r s t a n d i n g  of how g e n d e r  bias is communicated and 
r e i n f o r c e d  w i t h i n  the school t h ro ug h the 'hidden' curriculum, an 
aispect not m e n t i o n e d  by the POA.

4i . 1. 29 T h e  implementation of m e a s u r e s  suggested by POA (Paras
5>b, c & h) r eg arding training and s e n s i t i s a t i o n  of educational 
p e r s o n n e l  at all levels has h a r d l y  r e c e i v e d  attention so far. 
W7hile there is no evidence that N I E P A  has taken any step in 
o r g a n i s i n g  p ro gr am me s for a d m i n i s t r a t o r s  and planners on women's 
i s s u e s ,  the work r e p o r t e d l y  b e i n g  u ndertaken by 
NICERT/SCERTs/DIETs has yet to b e c o m e  visible. This lack of 
p r i o r i t y  m a y  itself reflect a g e n d e r  bias.

41.1.30 T r a i n i n g  and s e n s it i sa ti on  has b e e n  viewed by the POA as 
ai h i g h l y  ce nt ra l i s e d  activity, wi th  too muc h expectation from 
NICERT's W o m e n ' s  Cell, NIEPA and U G C . No concrete p ar t ic ipatory 
r o l e  has b e e n  envisaged for the W o m e n ' s  Study Centres or women's 
o r g a n i s a t i o n s  in d e c e nt r al is in g training, sensitisation and 
c u r r i c u l u m  e va lu at io n programmes.

T’ra i n i n q  of Teachers and Other Educat i o n a l  Personnel

Rle c o m m e n d a t i o n s

i-) T e a c h e r  training programmes in g e n e r a l  require a critical 
e v a l u a t i o n  and r e - o r ie n ta ti on  w i t h i n  which the incorporation 
of the women's perspective s h o u l d  be a key dimension. This 
w o u l d  include sensitivity to w o m e n ' s  issues and awareness of 
the p r o b l e m s  in the e d u c a t i o n  of girls.

51



ii) T e ac he r educators. Women's S t u d i e s  researchers in 
u ni ve r s i t i e s  and institutes i n c l u d i n g  those in the Women's 
Cells, as well as re pr es e n t a t i v e s  of women's organisations 
and d ev e lo pm en t groups, and not ju st  a handful of Central 
or State level agencies, should be i nvolved in this process 
of e va lu a t i o n  and r e - o r i e n t a t i o n  of teacher training 
p r o g r a m m e s .

iii) The * c o r e ' e l ements of a r e s t r u c t u r e d  teachers' training 
p r o g r am m e should emerge from the above exercises. 
S u b s e q u e n t l y  at the level of the; State (or region) , the 
DIETs and Educa ti on al  c om plexes along with educational 
institutions, Wome n' s Study Cen t re s,  educators and grass 
root-l ev el  o rg an i s a t i o n s  should p a r t i c i p a t e  in evolving the 
actual c u r r i c u l u m  of the t e a c h e r ' s  training programme. 
This kind of d e c e n t r a l i s a t i o n  in c u r r i c u l u m  planning, and 
later even in its i m pl em e n t a t i o n ,  allows for greater 
f l e xi bi li t y and me an in gfulness.

iv) Teachers' tr ianing institutes s h o u l d  adopt the revised 
c ur ri c u l u m  so that all teacher trainees, male and female, 
are exposed to the r es tr u c t u r e d  t r a i n i n g  programme.

v) A separate tr ai ni ng  and s e n s i t i s a t i o n  programme for the 
teacher educators would have to b e  u nd er t a k e n  on a priority 
basis .

v i ) S i m u lt a ne ou sl y in-service t r a i n i n g  progr am m es  should be 
c o nducted to s en sitize teachers w h o  are already in schools. 
The DIETs in c o n su lt at io n with the Education Complexes 
should take the initiative in o r g a n i s i n g  these in-service 
p r o g r a m m e s .

vii) The actual form that the i n - s e r v i c e  training programmes 
will take, should be left to the D I E T s  in consultation with 
the E du c ation Complexes. For in s tance, one school can 
serve as the 'training s c h o o l’ w h e r e  teachers' training 
will include practice teaching. The 'internship 
m o d e l’ referre d  to elsewhere can be explored.

viii) d m i n i st ra to rs  and planners in e d u c a t i o n  (including Heads of 
institutions) can be se ns it i s e d  1to women's issues through 
the di ff u s i o n  of information, h o l d i n g  of workshops and 
frequent inte ra ct i on  with r e s o u r c e  persons in the area of 
Women's Studies. This is p a r t i c u l a r l y  crucial when 
exercises involving d e c i s i o n  m a k i n g  in education are 
u n d e r t a k e n .
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R e s e a r c h  & Development of W o m e n 's Studies

4.1.31 Recent developments in rese ar ch  and the teaching of 
W o m e n ' s  Studies offer a method and an instrument in transforming 
the role of the educational s y st e m in active promotion of new 
v al ue s .

4.1.32 Although the POA refers to four dimensions of the 
Wome n' s Studies programme in terms of teaching, research, 
t r a i ni ng  and extension (Para 6), it e s s e n t i a l l y  views it in the 
limi te d context of higher ed uc a ti on  and specific non-formal 
a p p r o a c h e s  to w o m e n’s development. R e s e a r c h  on Women's Studies 
makes available rich sources of data that can be incorporated 
into the very structure and process of education. Such research 
can be a major input in in corporating women's issues, concerns 
and pe rs pe c t i v e s  at all stages of education. Concrete inputs 
should be in the areas of cu r ri c u l u m  d e v e l o p m e n t  and training and 
s e n s i t i s a t i o n  of teachers and other educa ti on a l personnel. Data 
c o l l e c t i o n  and monitoring, p a r t i c u l a r l y  on the progress of girls' 
education, as part of Women's Studies, can provide a continuous 
link b e t w e e n  research and e d ucational practice. W o m e n’s studies 
centres s hould involve women's o r g a n i z a t i o n s  in their programmes 
so that concrete issues a f f e ct in g the lives of women can be 
d iscussed, researched and ana ly se d w i t h i n  the centres. This can 
pave the way for action research as well.

R e c o m m e n d a t i o n s

i) W o m e n ' s  Study Centres sh ould be o r g a n i s e d  in all the 
U n i v e r s i t i e s  and r e c o g n i s e d  social science research 
inst i tu ti on s with in  the E ig ht h  Plan.

ii) W o m e n ' s  Studies research fi ndings should be incorporated 
into curri cu l um  revision and deve lo pm en t,  and teacher 
t r a i n i n g  programmes at all levels of education. At the 
u n i v e r s i t y  level, r e p r e s e n t a t i v e s  of the Women's Study 
C e n t r e s  should be included in all off ic ia l bodies concerned 
w i t h  curric ul um  and syllabus d e v e l o p m e n t  in all disciplines.

iii) A close linkage in the work of the U n i v e r s i t y - b a s e d  W o m e n’s 
S t u d y  Centres and Ed u cational C o m p l e x e s  should be encouraged 
w i t h  a view to widen pa rt i c i p a t i o n ,  decentralise and 
d i v e r s i f y  training, s e n s i t i s a t i o n  and c u rr ic ul um  evaluation. 
Th is  will also enrich the wo rk  of the W o m e n’s Study Centres 
t h e m s e l v e s  through f e e db ac k from the field. The women's 
s t ud ie s centres of a u n i v e r s i t y  s h o u l d  pl ay  a key role in 
i n t r o d u c i n g  a gender p e r s p e c t i v e  in school education within 
the Ed uc at io n Complexes of the r e g i o n  that they serve.
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Women 1s Studies Courses

4.1.33 Al th ou gh  the POA refers to the 'incorporation of i s s u e s  
relating to wome n 's  status and role in the founda ti on  c o u r s e  
p roposed to be in t ro d u c e d  by U n i v e r s i t y  Grants C o m m i s s i o n  for all 
u nd er - g r a d u a t e  students' and 'incor po ra t io n of the w o m e n ' s  
d i m e ns i on  into courses in different disciplines' (Para 6), it is 
not known what steps have been taken to c o n c r e t i s e  these 
r e c o m m e n d a t i o n s .

R e c o m m e n d a t i o n s

i) The founda ti o n courses i n t r o d u c e d  by the UGC s h o u l d  be 
r e v i ew ed  and r e v i s e d  to in co rp o r a t e  women's dimensions. T hi s 
sh ould be part of the students ' overall as se s sm en t at the 
u n d e r g r a d u a t e  level. The c o u r se  should be c a r e f u l l y  
s tr uc tu re d wi th  the active i nv ol v e m e n t  of W o m e n’s S t u d i e s  
res ea rc h and d e v e l o p m e n t  o r g a n i s a t i o n s  and w o m e n ' s  
o r g a ni s at io ns  w o r k i n g  at the g r a s s - r o o t s  level. A d e q u a t e  
re pr es e n t a t i o n  of women's issues, from all sec ti on s  of 
society, their con ce rn s and livi ng  c o nd it io ns  s h o u l d  be 
i n c o r p o r a t e d .

ii) E x i st i ng  courses should also in co rp o r a t e  the g e n d e r  
perspective, as s u g g e s t e d  in the POA. This must a p p l y  to 
all courses, i n c l u d i n g  scie nc e and technology, m e d i c in e,  
law, a gr iculture and v e t e r i n a r y  sciences.

iii) All issues rela te d to c u r r i c u l a r  r e v i si on  and d e v e l o p m e n t  on 
Women's Studies s h o u l d  be e x te n d e d  to the o r i e n t a t i o n  of 
teachers as well.

E x t e n s i o n  Services

4.1.34. D ev el op in g an ad equate g e n de r p e r s p e c t i v e  and b u i l d i n g  
it into the entire e du ca ti on al  s y s t e m  would also r e q u i r e  the 
i m p l em en t at io n of wome n' s  p r o g r a m m e s  such as legal literacy, 
aw ar en es s building etc., as also su gg e s t e d  in the POA (Para 10). 
For this purpose, special m e a s u r e s  are n e e de d in both 
u ni ve r s i t i e s  and colleges.

Recommendations

i) Women's D e ve l op me nt  Centres, such as the ones e x i s t i n g  in 
some Univer si ty  C olleges should be ex tended to all c o l le ge s 
and higher educa ti on al  institutions.
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ii) These Centres should also be given funds to conduct 
awareness w o r k s h o p s / s e m i n a r s  etc. at both the school and 
c ommunity levels.

R e p r e s e n t a t i o n  of Women in the Educational hierarchy

4 . 1 . 3 5  The available data show that there are fewer women 
t e a ch er s at all levels of education, ' compared to men. A16o, the 
n u m b e r  of women teachers d e c l i ne s as the level of education 
increases. The POA recomme nd s that women may be given 
'preference in recru i tm en t of teachers up to school l e v e l’ (Para 
5f), but it does not look into the problems of accommodation, 
security, child care etc. w hi ch  constrain women teachers, 
p a r t i c u l a r l y  in rural areas. The experience of Operation 
B l a c k b o a r d  shows that the emp ha si s on posting at least one woman 
t e ac he r was only p a r t i a l l y  successful as the newly posted women 
tea c he rs  often sought tr a ns fe r out of the rural areas due to lack 
of accommodation, s e c u ri t y and creche facilities.

4.1. 36  While much has been said of the need to empower women 
t h r o u g h  awareness programmes' in the POA, little attention has 
be en  gi ve n  to the fact that few women are represented in 
e d u c a t i o n a l  de ci s i o n - m a k i n g  bodies.

R e c o m m e n d a t i o n s

i) The proportion of w o m e n  teachers in Primary, Middle and High 
Schools should be i n c r e a s e d  to at least 50 per cent. For 
the success of this m e a s u r e  it would be desirable if the 
w o m a n  teacher is s e l e c t e d  from within or near the habitation 
w h e r e  she is to teach. In case a local woman teacher cannot 
be found, it w ou l d then be ne ce ss ar y to -

a) provide living q u a r t e r s  with certain min i mu m amenities 
to women teachers on a priority basis,

b) locate the l iv in g qu arters within the habitation in 
order to ensure security, and

c) w h erever possible, p r o v i d e  living quarters to all women 
functionaries, apart from women teachers, in close 
p r ox im it y to eac h  other.

ii) W h i l e  an increa s in g n u m b e r  of women should be recruited at 
d i f f e r e n t  levels of education, there should be promotional 
a v e n u e s  also w i t h i n  the educational hierarchy. Special 
m e a s u r e s  would have to be devi se d to ensure that women are 
f a i r l y  repr es en te d  in d e c i s o n - m a k i n g  bodies in teaching and 
e d u c a t i o n a l  admin is tr a ti on .
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iii) Special pr ov is i on s to take care of women's needs s h o u l d  be 
built into the recru it m en t and service p r o c e d u r e s ,  
evalua t io n criteria, g u i d e l i n e s  for promotion, etc. An 
example of such proced u re s is a s s o c i a t i o n  of w o m e n  in 
Selection Commi t te es  and D e pa rt m e n t a l  P r o m o t i o n s  
Committees. This will e ns ur e that that women are n o t  
p re vented by so c io - c u l t u r a l  factors from r i si n g in 
e d ucational hierarchy.

iv) W om en  and men in positions of p l a n n i n g  and d e c i s i o n - m a k i n g  
w i t h i n  the e du cational h i e r a r c h y  and p ublic a d m i n i s t r a t i o n  
s hould be s en s it is ed  to w o me n' s issues so as to a d e q u a t e l y  
d is ch a r g e  their le ad er s hi p roles .

E m po we rm en t  of Women

4.1.37 The pa ra m et er s for the e m p o w e r m e n t  of women, o u t l i n e d  
in the POA (Para 4), ackno wl ed g e some of the factors that 3ie 
outs id e the ed ucation sector, and ha ve  a crit ic al  b e a r i n g  on 
w o m e n' s status. Here, the POA a p pe ar s to have taken c o g n i z a n c e  
of the pa tr i a r c h a l  syste m which c o n t i n u e s  to c o n s t r a i n  the rol e 
of wo me n in soci et y and their p a r t i c i p a t i o n  in e du ca ti on .  
However, the POA seems to be g u i d e d  by the p o l i c y  st at ement that 
e d u c a t i o n  can be used as 'an agent of basic chan g e in the s t a t u s  
of woman'. Hence, it formulates a set of m e a s u r e s  w i t hi n the 
n a r r o w  framework of ed uc at io n (training, r e - d e s i g n i n g  curriculum, 
p r e f e r e n c e  in teacher recru it me nt  etc.) to ach i ev e the p a r a m e t e r s  
for e m p o w e r i n g  w omen (Para 5). It is to the credit of the 
M i n i s t r y  therefore, that, in April 1989, it lau nc he d M a h i l a  
Samakhya, a pr og r am me  for e m p o w e r i n g  rural poor women. This 
p r o g r a m m e  makes an attempt to addr e ss  the factors that lie 
o u t si de  the e du ca ti o n sector. It a s su m es  that the e m p o w e r e d  
g r o u p  of women in a vill ag e  will 'try and seek sol ut io ns  to t he ir  
p rob le ms  by i nitiating action, and p r e s s u r i n g  sic the block and 
d ist ri ct  structure to resp on d  and t h er eb y lead to, among o t h e r  
things, enh an ce d women 's  p a r t i c i p a t i o n  in education.

4.1.38 It must be re co g ni se d however, that the Ma hila S a m a k h y a  
pr og ra mm e is still in its infancy (i.e., still on l y in parts of 
Gujarat, U.P. and Karnataka). W h i l e  reports from K a r n at ak a  are 
encouraging, the Gujarat and U.P. units need to be o b s e r v e d  and 
e v aluated o b j ec ti v el y over a longer p e r i o d  of time.

4.1.39 What emerges from the M a h i l a  Samakhya p r o g ra mm e is the 
import an ce  of local level initiative by the w o m e n’s groups and 
the need to guard against c e n t r a l i s e d  p l a n n i n g  mode. In this 
context, it may be noted that, u n l i k e  in other C e n t r a l l y  
S p onsored Schemes, Mahila Samakhya has r e c en t ly  taken a step 
towards setting up an a ut on om o us  state- le ve l  Board for 
m a n a g e m e n t .
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4.1.40 The POA c o n c e p t  of women's empowerment has the following 
two lacunae -

a) It pre s en ts  the concept of empowerment of women as a 
process c o n f in ed  to women only and to be organised in 
isolation of men in the same community.

b) It does not  refer to the critical role of raising, 
through education, awareness regarding the issues of 
women's health, including reproductive health and 
sexuality in the larger di mension of empowerment of 
w o m e n .

R e c o m m e n d a t i o n s

i) D e v el op  M a h i l a  Samakhya in a d e c e nt ra li s ed  and 
p a r t ic ip a ti ve  mod e of management, with the decisi o n- ma ki ng  
powers d e v ol ve d to the district or block-level, and 
u lt im at el y  to the poor women's groups themselves.

ii) Implement M a hi l a Samakhya in such a way as to establish 
organic linkages with the ECCE p ro gramme and the efforts 
towards u n i v e r s a l i s a t i o n  of girls' e lementary educatin.

iii) Build a c o m p o n e n t  of closely wor ki ng  with men in the 
co mm un it y also, a s s part of the process of women's 
e m p o w e r m e n t .

iv) A l o n g  with the me a ns  for economic i nd ep endence for women, 
the issues of w o m e n ' s  health, including repr od uc ti ve  health 
and sexuality, should be included in the parame te rs  for 
empow er me nt  of women.

A d u l t  E du cation

4.1.41. The POA e n v i s a g e d  a m a s s - s c a l e  adult e d u c a ti o n programme 
to 'Eradicate i l l i t e r a c y  among s t women by 1995'. Even at the 
time of moun t in g the Nai o na l L i t e ra cy  M i s si on  for the purpose, 
a w a r en e ss  clearly was there that literacy might not be felt as a 
p r i o r i t y  need by the women, as r e f l ec t ed  by para 14 of POA which 
says "As m a j or it y of w o m e n  in this age g ro up  (i.e. 15-35) are 
w o r k e r s  literacy m a y  not ha ve  any re l evance for them". 
Therefore, adult e d u c a t i o n  p r o g r a m m e  for w omen should be designed 
w i t h  specific r e f e re nc e to this gr ound truth.
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R e c o m m e n d a t i o n s

For im p arting adult e d u c a t i o n  to women and ther eb y empower 
them, the M a h i l a  Samakhya m odel should be tried out. (In 
fact this is being s u g g e s te d as the basic s t r a te gy  for adult 
e d u c a t i o n  p r o g r a m m e  as a whole).

R e s o u r c e s

4 . 1 .4 2 Many of the m e a s u r e s  s u g g e st e d here to e n su re  the
s u c c e s s  of the p o l i c y  for g i v i n g  'a w e l l - c o n c e i v e d  edge' to 
e d u c a i o n  in favour of w o m e n  w o u l d  requi re  a s ig ni fi ca nt  increase 
in a l l o c a t i o n  of r es o urces in bo th  the Plan and N o n - P l a n  sectors. 
W h i l e  a d e t a i l e d  e xercise w ou ld  have to be undertaken, certain 
g u i d i n g  p r i n c i p l e s  may be e n u n c i a t e d  here.

R e c o m m e n d a t i o n s

i) E a r m a r k i n g  50 per cent of the e l e m e n t a r y  sector a ll o ca t i o n  
f or m e a s u r e s  to in cr e as e girls' p a r t i c i p a t i o n  and m a ki ng  
this a l l o c a t i o n  n o n - d i v e r t i b l e ;

ii) E a r m a r k i n g  a share of all d e v e l o p m e n t a l  a l l o c a t i o n s  for 
s econdary, v oc at i o n a l  and h i gh er  edu ca t io n for m e a s u r e s  to 
i m p r o v e  girls' access ther e to  and i mp roving the q u a l i t y  of 
e d u c a t i o n  in these sectors;

iii) S p e c i a l  e a rm ar ki ng  for girls w i t h i n  the special component 
p l a n  for Sc heduled Castes and Trib al  sub-plan.

M a n a g e m e n t

4.1.43. U n l i k e  what is c l a im ed  by POA in Para 3, there is 
e v i d e n c e  that any move has be e n e n v i s ag e d to 'create dynamic 
m a n a g e r i a l  st ructure to cope wit h the targets' set out for 
w o m e n ' s  education. The POA s e e m i n g l y  stresses c e n t r a l i s a t i o n  of 
p la nning, co-ordination, m o n i t o r i n g  and evaluation, as is evident 
from the f o l l ow in g state me nt s  (Para 19) :

- "Women's Cell in the N C E R T  will be r e v i v e d  and 
s t r e n g t h e n e d " ;

- "NIEPA and D i r e c t o r a t e  of Adult E du cation will have 
s t r on g cells to pl an  and a d mi ni st er  w o m e n’s training 
programmes"; and
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"Women's Cell in the UGC will be strengthened

4.1.44 In line with this c en tr al is ed  modality of management, 
the POA assigns major role to the above-named and other central 
a g e n c i e s  in training of teachers and N FE /A E instructors (Para 5
b ) , preparation of core c u r r i c u l u m  component relating to women's 
e q u a l i t y  (Para 5 g ) , s e n s i t i s a t i o n  of educational planners and 
ad mi ni s t r a t o r s  (Para 5 h ) , form ul a ti on  of programmes for support 
s e r v ic es  (Para 12), and v oc at i on al  training (Para 1 8 v ) . For good 
measure, the POA makes a p a s s i n g  r ef erence in the last paragraph 
to the setting up of a W o me n' s Cell at the State level too. Even 
this reference is left v ague as no clear role is assigned to this 
State level Cell in a m a n a g e m e n t  structure where all major 
i ni tiatives have been c o n c e n t r a t e d  in the central agencies. The 
POA does not even assign any special role in the training of 
t eachers and NFE/AE inst r uc to rs  on women's issues to DIETs, a 
ce nt ra l l y - a i d e d  di st ri c t - l e v e l  network. In the framework of this 
c e n t r a l i s e d  style of m an agement, the Govern me n t of India have 
also introduced a n u mb er  of C e n t r a l l y  Sponsored Schemes which 
have vital relevance to w o m e n ' s  edu ca t io n (as to education in 
general). In the context of this ce ntralised planning and 
m a n a g e m e n t  style, r e fe re nc e to c o m m un it y involvement made in the 
POA (Para 11) seems incongruous.

R e c o m m e nd at io ns

i) Contin ua nc e of all C e n t r a l l y  S po nsored Schemes relating, in 
part or in full, to w o m e n ' s  e d uc at io n may be treated in 
terms of the de ta il ed  r e c o m m e n d a t i o n  given by the Committee 
in regard to C e n t r a l l y  S p o n s o r e d  Schemes as a whole in the 
chapter on D e c e n t r a l i s a t i o n  and P a r t ic ip at iv e Management.

ii) The r e s p o ns i bi li ty  for planning, imple me nt i ng  and internal 
m o n i t o r i n g  of all s c h o o l - b a s e d  p rogrammes for women's 
e d u c a ti o n be h a nd ed  ov er  t o ‘'the Educ at io na l Complexes in the 
P anchayati Raj framework. At the institutional level, the 
H e a d  of the i n s t i t u t i o n  (P ri ma ry / Middle/Higher Secondary 
Schools) should be m a d e  fully resp on si bl e for micro-level 
p l a n n i n g  and ens ur in g u n i v e r s a l i s a t i o n  (not just enrolment) 
of girls' e d u c a t io n a nd their access to high school or 
vocati o na l education, a c c o r d i n g  to d i s a g g re ga te d strategies 
and t i m e - f r a m e s .
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Section B: E d u c at io n  for the S c h e d u l e d  Castes, S c h e d u l e d  
T ribes and other e d u c a t i o n a l l y  b a c k w a r d  sections.

N P E / PO A Stip ul a ti on s

4.2.1 N P E  has v i ew ed  e d u c a t i o n  for eq ua li t y in two 
dimensions, namely, removal of d i s p a r i t y  and 'e qu al i s a t i o n  of 
e du ca t i o n a l  o pportunities'. T he s t r a t e g y  a d v i s e d  in r e g a r d  to 
the e d uc at i o n a l  d e v e l o p m e n t  of s c h e d u l e d  castes (para 4.4) is 
their e q u a l i s a t i o n  with the n o n - s c h e d u l e d  caste p o p u l a t i o n  at all 
stages and levels of ed uc a t i o n  in all areas and in all the four 
dimensions, rural male, rural female, ur b an  male and u r b a n  
female. In the case of s c h e d u l e d  tribes, their e q u a l i s a t i o n  w i t h  
n o n - s c h e d u l e d  tribes has not b e e n  e x p l i c i t l y  so spelt out as a 
strategy. This _ is true of the o t h e r  e d u c a t i o n a l l y  b a c k w a r d  
sections also. In the case of m i n o r i t y  groups, the p o l i c y  d o e s  
not speak of any s trategy as su ch  b u t  g e n e r a l l y  of s e c u r i n g  t h ei r 
c o n s t it u ti on al  guara nt ee s and of their l a nguages and cult ur e.  
I r r es pe ct i ve  of whether they are SCs/S Ts  or those b e l o n g i n g  to 
b a c k wa rd  sections, the P o l i c y  speaks of a s e c i e s  of 
a d m i n i s t r a t i v e  m easures in terms of incentives, s ch ol a r s h i p s ,  
r emedial coaching, r ec ru it me n t of teachers, hostel faci li ti es , 
r e si de nt ia l  schools etc.

4.2.2 The POA spells out in f u r th e r detail, the v a r i o u s  
a d m i n i s t r a t i v e  measure.

C o m m i t t e e 's p e r sp ec t iv e

4.2.3 T he concern for rem ov al  of d i s p a r i t i e s  in e d u c a t i o n  by
State i n t e r v e n t i o n  is m a n i f e s t e d  in the C o n s t i t u t i o n  on 
c o n s i d e r a t i o n s  of -

E q u a l i t y  of o p p o r t u n i t i e s  (quantitative t e r m s ) ; and 

e q u i t y  in terms of s ocial justice.

A r t i c l e  46 of the Co n st i t u t i o n ,  p r o v i d i n g  for s ocial 
just ic e in p r o m o t i o n  of e d u c a t i o n  reads : "The State 
shall promote with s p e c i a l  care the e d u c a t i o n a l  and 
e conomic interests of the we aker sections of the 
p e o p l e , and, in part ic ul ar , of the Sch ed u le d C a s t e s  and 
the Scheduled T r i b e s , and shall protect them from 
social injustice and all forms of exploitation".

It is this package for p r o m o t i o n  of e d u c a t i o n a l  and 
e conomic interests w h i c h  form the basis of the 
Commi tt ee 's  p er sp e c t i v e  on e d u c a t i o n  for the S c h e d u l e d  
Castes, tribes and ot h er  b a c k w a r d  sections.

The Committee has a l r e a d y  b r o u g h t  out in the c h a p t e r  on 
A p p ro ac h  that e d u c a t i o n a l  d ev el o p m e n t  s hould not be 
consi de re d a u t o n o m o u s l y  outside the other basic

*

n
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national pol ic ie s c on ce rn in g  equity, social justice 
and economic development. This is p ar ti c u l a r l y
relevant in regard to programmes designed for the 
educational d ev el op m en t of the Scheduled Castes, 
Scheduled T r i be s and other backward sections. For 
these d i s a d v a n t a g e d  sections access to, and 
retention in, e ducational system are functions of these 
policies. U nl es s they are put in possession of means 
of pr od u ct io n and livelihood through measures such as 
land reforms; are m e a n i n g f u l l y  provided the essentials 
of life such as food, fuel and fodder; and are 
assured of fair wages for their labour, their 
p a rt ic i p a t i o n  in e d u c a t i o n  will be a far cry whatever 
may be the nature of the educational programmes 
evolved and i mp le m e n t e d  for their benefit.

The Co mm i tt ee  w o ul d also give a rather broad 
c o nnotation for the concepts or equ a li ty  of 
o pportunities and e q ui t y in education. "The concept of 
equality of o p p o r t u n i t y  in education started with 
p r ovision for 'equal access'. Later on 'equal i n p u t’ 
was con s i d e r e d  n e c e s s a r y  for equalising educational 
opportunities. Today, along with equal access and 
equal input, 'equal o u t p u t’ is considered necessary 
criteria. (sic). The last one calls for measures 
of pr ot ec ti v e d i s c r i m i n a t i o n  in favour of the 
d is ad v a n t a g e d  s ections of the society". (Journal of 
E ducational Pl an ni ng  and A d m i n is tr at i on  : April, 1987).

The Policy, then, s h o ul d be one of pr o viding equity 
package of e d u c a t i o n a l  and economic measures in 
terms of p r o t e c t i v e  d i s c r i m i n a t i o n  in favour of the 
d i s a d v a n t a g e d  s ections of the society.

In the o p i n i o n  of the Committee, while the 
a dm in i s t r a t i v e  m e a s u r e s  m en t io ne d in N P E/ P OA  
are indeed important, b a s i c a l l y  there is a need for 
p r ed ic a t i n g  the c ho i ce  of strategies on the need 
profiles of d i f f e r e n t  communities. Comp il at io n of need 
profiles a lone w o u l d  facilitate fo rmulation of 
d i s a g g r e g a t e d  s t r a t e g i e s  w i th in  practical t i m e - f r a m e s .

Most of the N P E / P O A  m e a s u r e s  are those w hich have been 
u nder i m p l e m e n t a t i o n  eve n from before the fo rmulation 
of NPE, in one form or the other. Moreover, man y of 
them are b e i n g  p r o v i d e d  for d e l i ve r y of ed uc at io n to 
o ther s ections as well, though the Policy apparen t ly  
treats t h e m  as " a t t e n d i n g  to the specific needs of 
those who ha ve  b e e n  d e n i e d  eq ua li t y so far". An impact 
study of the v a r i o u s  me as u r e s  taken over the years has 
to be made.
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L i t e r a c y  level

4.2.4 As analysis of the g r o w t h  rates of l iteracy l e ve ls
w o ul d be w o rt hw hi le  (see Table 4 a n d  F i g . l ) . On the surface, 
the co nt in uo u s rise in the literacy r a t e s  d u r i n g  1961-81 p e r i o d  
of bot h SCs and STs may give a h o p e f u l  picture. A similar ris ^ 
can be noti ce d  even amongst SC/ST women,, though their a b s o l u t e  
levels continue to be d i s m a l l y  low. One can feel f u rt he r
e nc ou r a g e d  by the increase in the g r o w t h  rate of lit e ra cy  in b o t h  
the c o m m u n i t i e s  b y - c o m p a r i n g  the rates of g r ow th  d u r in g 1961-71 
and 1971-81 periods respectively. A  d e eper e x a m i n a t i o n  of the 
s i t u at i on  however, reveals that the actual g ap betw ee n the 
l i t er ac y  levels of SCs/STs and those o f  the non SC/ST p o p u l a t i o n  
is c o n s i s t e n t l y  w i d e n i n g  as brou gh t out by figure 1.

Table 4.

G RO WT H RATES IN L I T E R A C Y

SI.
No.

C at eg or y L ite ra cy
1961

Rates
1971

((in percent) 
1981

Growth
1961-71

Rates
1971-81

1. General 24.00 29. 45 36.23 22.72 23 . 02

2. SCs (Total) 10.27 14.67 21.38 42.84 45.74

3. SCs (Women) - 6.44 10.93 - 69.72

4. STs (Total) 8.54 11.29 16.35 32.20 44.82

5. STs (Women) - 4. 85 8.04 - 65.72

6. All C o mm u ni ti es  
e x c l u d i n g  SCs and 
STs (Total)

27 . 91 33. 80 41.30 21.00 22.19

7. All Comm un it i es  
e x c l u d i n g  SCs and 
STs (Women)

22. 25 29. 43 32.27

[Source: 28th Report of the C o m m i s s i o n e r  for Scheduled 
Castes and Sc h eduled Tri be s,  1986-87, Government 
of India - Table Nos. 1 &  4, C h a pt er  IV]
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Fig. 1 : Gaps in Lit er ac y Levels (%} Betw ee n SC/ST and N o n - S C/ ST  
C o m m u n i t i e s .

Source : Data taken from the 28th Report of the Commissioner for 
S ch eduled Castes and Sc h eduled Tribes, Government of 
India, 1986-87.
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It is seen that the literacy p e r c e n t a g e  among the S C b is 
low in A n d h r a  P r a d e s h  (17.6%), Bihar (10.4%), Madhya P r a d e s h  
(19.0%), R a j a s t h a n  (14.0%) and Uttar Pradesh (15.0%), w h e n  
c o m p ar ed  to the al l- I nd ia  Sc he du le d Castes li teracy p e r c e n t a g e .  
However, co mp a r e d  with all c om mu n i t i e s  exc lu d in g SCs and STs, 
the r l i t e r a c y  levels of SCs are fairly poor in most States a n d  
almo st  d e p l o r a b l e  in the five States listed above. Eve n  in 
K a r n a t a k a  and Pondicherry, k no wn  as ed uc at i o n a l l y  a d v a n c e d  
regions, SCs have only half the lit e ra cy  rates compared to the 
rest. The  lite r ac y rates among STs in co mp ar i so n of the 
a l l - I n d i a  S c h e d u l e d  Tribes' li teracy p e r c e n t a g e  is low in A n d h r a  
P r a d es h (7.8%), M a d h y a  Pradesh (10.7%), Orissa (14.0%), R a j a s t h a n  
(10.3), West Bengal (13.2%) and A r un achal Pradesh (14.0). O n  
c o m p a r i n g  the ST literacy rates wi th  column 6 it c ould be 
o b s e r v e d  that these are e x t r e me ly  poor in the above six Stat e s,  
b e in g o n e - t h i r d  to o ne -f o u r t h  (or even less) of the l e v e l s  
a ch ie v e d  by the rest of the communities. In terms of l i t e r a c y  
levels of the STs, even the e d u c a t i o n a l l y  adv a nc ed  S t a t e s / U T s  
p rese nt  a fa irly poor picture, with the lit er ac y levels cf the 
tribal p e o p l e  in Kerala, K a r n a ta ka  and M a h a r a s h t r a  being le ss  
than half of that of the rest.

F em al e L i t e r a c y  l e v e l : As evident from Table 4, the
l i t e ra cy  levels among SC/ST w om en  are dismal, with the 
a l l - I n d i a  p e r c e n t a g e  b eing as low as 10.9% for SCs and o n l y  
8.0% for STs. The 28th Report of the C o m m is si on er  for 
S c h e d u l e d  Castes and Scheduled Tribes makes the f o l l o w i n g  
o b s e r v a t i o n :

"Even among the d i f f e r e n t  Sch ed u le d Castes a n d  
S c h e d u l e d  Tribes there are s ig nificant variati on s w i t h  
r e g a r d  to female literacy. In some of the t r i b a l  
c o m m u n i t i e s  the level of li te ra cy  amongst the males a n d  
females in the N o rt h- E a s t  is almost the same but in the 
case of Ra ja st ha n  the tribal w om en  can be said to be 
still at a p r e l i t e r a t e  level wi th  just 1.2% a m o n g s t  
them be in g literate. Si milarly the posi ti o n of 
l it er a c y  amongst females b e l o n g i n g  to Scheduled C a s t e s  
in B ihar is a by sm a ll y low (2.5%). The l o w
l i t er ac y  g e n e r a l l y  for SCs and STs in certain S t a t e s  
and other Scheduled Ca stes and Scheduled Tribes w o m e n  
in pa r ti cu la r shows that the members of SCs a nd 
STs in these areas have not only r eceived much b e n e f i t  
from e ducational inputs but also continue to face 
d e p r i v a t i o n  of the most serious kind" [p.294]

P i s a g g r e g a t e d  L i t er ac y  L e v e l s ; The global figures of l i t e r a c y  
rates that are no r ma l l y  r eported hide more than they reveal. T h e  
O ffic e of the R e g i st ra r General of India has p ub li s h e d  i nd iv i d u a l  
c a s t e - w i s e / t r i b e - w i s e  data for lite ra cy  rates for c e r t a i n  
State s/ UT s on the basis of the 1981 Census. Based upon th es e 
data, spec i al  Tables const ru c te d by the 28th Report of the 
C o m m i s s i o n e r  for Scheduled Castes and Scheduled Tribes show the 
wide gaps that char ac te r is e d i f f er en t casts or tribes even w i t h i n  
the same State/UT. These Tables are r e pr od uc ed  here (Tables
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5 and 6). It may be o b s er v ed  that the l iteracy rate for certain 
castes/tribes falls even below 1% level. These data emphasise 
the need for a d o p ti ng  disaggregated strate gi es  based upon 
micro-economic and c ultural information, with both p lanning and 
implementation being de c en t r a l i s e d  to the level of Educational 
complexes and individ ua l  schools and Villa ge  Education 
"ommittees.

Table 5
GAPS IN L I T E R A C Y  RATES A MO NG  D I F F ER EN T SC CO MMUNITIES

SI. Stat e/ U T 
No.

N on- SC / Sche- 
ST C om m u-  duled 
nities Castes

Name of the 
SC havin g  
maximum 
literacy rate

Name of the 
SC having 
minimum 
literacy rate

1. Harya na 30. 90 20.14 Pasi
(33.6)

Deha, Dheya, Dhea 
(2.3)

2. Hi ma c ha l 47.37 31.50 Kamoh, Dagoli
Prad es h (61.9)

Barar, Burar, Bera 
(14.4)

3. Jammu & 
Kashmir

27 . 05 22. 44 Basith
(29.1)

Dhyar
( 1 1 . 6 )

M a n ip ur 42.11 33.63 D h u p i , Dhobi
(58.1)

Yaithibi
( 21 . 2 )

5. M e g h a l a y a  44.97 25.78 Kaibaratta, J aliya Bansphor 
(59.2) (7.1)

6. O ri s sa 44.22 22.41 Mediga
(50.2)

Mundap ot ta
(3.9)

7. Sikkim 34.84 28.0* Damai (Nepali)
(31.0)

Sarki (Nepali) 
(16.6)

8. T r i p u r a 53.93 33.89 Ma hi sy a d a s
(42.0)

Chamar, Muchi 
( 2 . 1 )

9. A r u n a c h a l  36.39 
P r a c es h

37 . 14 Su tradhar
(48.0)

D h u p i , Dhobi 
(19.4)

10. C h a n d i g a r h  69.33 37.07 Ad Dharmi 
(66.2)

Sirkiband
( 0 . 6 )

11. D a d r a  & 64.41
N a g a r  H av e li

51.20 M a h y a v a n s h i , D h e d  Chamar 
(61.1) (40.5)
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SI . State/UT Non-SC/ Sche- Name of the Name of the
No. ST Commu- duled SC having SC having

nities Castes maximum minimum
literacy rate literacy rate

12 . Delhi 66.44 39 . 30 Adi-Dharmai Singiwala, Kalbel
(70.0) (3.1)

j. 3 . G o a , Daman 57 . 38 38 . 38 Mahyavansbi Mahar
& Diu (59.2) (25.6)

14 . Pondicherry 60.32 32.36 Valluvan Vetan
(49.2) (3.9)

Notes :1. This table is based upon special tables published by the 
Office of the Registrar General, Govt. of India for SCs of 
15 States/UTs from 1981 Census.

2. Cols. 3 and 4 are taken from Selected Statistics on 
Scheduled Castes, Ministry of Home Affairs, June, 1986.

3. Communities having population of less then 100 have been 
ignored for the purpose of this Table. Hence Mizoram has 
been omitted.

[Source: 28th Report of The Commissioner for Scheduled Castes and 
Scheduled Tribes, 1986-87, Govt, of India, Table 2, Chapter 
IV]
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Table 6
GAPS IN LITERACY RATES AMONG DIFFERENT ST COMMUNITIES

S.
No.

State/UT Non-SC/
ST Commu
nities

Sche
duled
Tribes

Name of the 
ST having 
maximum 
literacy rate

Name of the 
ST having 
minimum 
literacy rate

1. Himachal
Pradesh

47.37 25.93 Bhot, Bodh 
(56.3)

Gujjar 
(18.9)

2. Manipur 42.11 39.74 Koirao
(64.2)

Maram
(14.6)

3. Meghalaya 44.97 31.55 Naga tribes 
(81.9)

Mikir
(13.1)

4. Orissa 44.22 13.96 Kulis
(36.4)

Mankirdia
(1.1)

5. Sikkim 34.84 33.13 Bhutia
(32.6)

Lepcha
(30.2)

6. Tripura 53.31 23.07 Lushai
(68.1)

Munda, Kaur 
(8.0)

7. A & N Islands 54.31 31.11 Nicobarese
(31.5)

Shompen
(2.7)

8. Arunachal
Pradesh

36.39 14.04 Khamiyang
(57.9)

Panchen Monpa 
(0.8)

9. Dadra & Nagar 
Haveli

64.41 16.86 Dhodia
(38.8)

Kholi Dhor 
including Kolgha 
(8.7)

10. Goa Daman & 
Diu

57.38 26.48 Siddi
(40.6)

Varli
(12.5)

11. Mizoram 63.53 59.63 Mizo tribes 
(67.8)

Chakma
(14.7)

Note: 1. This Table is based upon special tables published by the 
Office of the Registrar General, Government of India for 
STs of 11 States/UTs from 1981 Census.

2. Cols. 3 & 4 are taken from Selected Statistics on Scheduled 
Tribes, Ministry of Home Affairs, June, 1984.

3. Communities having population of less than 100 have been 
ignored for the purpose of this Table.

[Source: 28th Report of the Commissioner for Scheduled Castes & 
Scheduled Tribes, 1986-87, Government of India, Table 3, 
Chapter IV].
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E n r o l m e n t  at d i f f er en t s t a g e s : A l t h o u g h  the en ro l me nt  f i g u r e s  
at the p r i m a r y  stage, p a r t i c u l a r l y  in rural and tribal a r e a s  do 
n o t  n e c e s s a r i l y  reflect the r e a l i t y  and are often inflated, t h e s e  
c a n  be taken as some ki nd  of rough indicators. The e n r o l m e n t  
r a t i o s  of SC and ST c h i l d r e n  in the primary schools are r e p o r t e d  
to h a v e  r e a ch ed  the level of 95.5% and 91.6% r e s p e c t i v e l y  in
1985-86, co mp ar ed  to 93.4% for general population. I n s p i t e  
of the t endency to inf la te  enrolment figures, it is 
n o t e w o r t h y  that there * are wi de  gaps in en ro lm en t ratios in 
d i f f e r e n t  States/UTs, w i t h  the levels falling down to 5 5 - 6 5 %  
(30-40% in the case of girls) in some States. A v a i l a b l e  d a t a  
o n  d i s t r i c t - w i s e  d i s p a r i t i e s  in the enrolment ratios call for 
the n e e d  to u n d e r ta ke  'Local Are a Planning' in order to t a c k l e  
this situation.

Table 7 shows that the relative p e r c e n t a g e  of SC and 
ST c h i l d r e n  e n r o ll e d at d i f f e r e n t  school stages falls m o r e  
s h a r p l y  than that of the rest of the communities. A l t h o u g h  
the e n r o l m e n t  at the p r i m a r y  stage of SC and ST c h i l d r e n  
r e f l e c t s  their p e r c e n t a g e  r e p r e s e n t a t i o n  in the population, this 
c o m e s  d o w n  at the High School Stage to 11.4% of the total 
e n r o l m e n t  for the SC c h i l d r e n  and only 3.9% of the t otal 
e n r o l m e n t  for the ST children.

T a b l e  7

E N R O L M E N T  A T  V A R I O U S  STAGES IN SCHOOL (1989)

(in lakhs)

State Total No. of 
Students

SC
No.

Students
%

ST
No.

S t u de nt s
%

P r i m a r y / J u n i o r  
B a s i c  (Class I-V)

957 .0 152.02 15.9 75.96 7.9

M i d d l e / S e n i o r  
B a s i c  (Class 
VI-VIII)

309.0 38.40 12.4 15.03 4.9

H i g h / P o s t  Basic 
(Class IX and 
above)

185.0 21.02 11.4 7.16 3.9

[Source: Com pi le d from S e l e c t e d  Educational Statistics, 1 9 8 8 
89, M i n i s t r y  of Human Re so u rc e Development, 
G ov er nm en t of I n d i a ] .
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School D r o p- ou t R a t e s : Table 8 shows that the drop-out 
rates of SC & ST school children are higher than those of the 
rest of the co mmunities at all the three stages, i.e. Primary, 
M i dd le  and High School.

Table fi.

D R O P - O U T  RATES (1986-87)

(in percentage)

S .No. Level N o n-SC/ST SC ST

1. Class I to V 48.9 50.8 66.1

2. Class VI to VIII 60.7 69.2 80.2

3. Class IX to X 73.8 79.9 87.3

[Source: Agenda Item N o . 18, Education for SCs/STs/ 
M inorities and other D isadvantaged Sections, 
C onference of Central A d v i s o r y  Board of Education, 
S ch eduled for November, 1990, New Delhi, M/o HRD, 
Govern me nt  of I n d i a ] .

En rolment in H i g h e r /T ec hn ic al  E d u c a t i o n : Data Presented in
Table 9 b e l o w  shows that:

- the p e rc en ta ge  of SC/ST students out of total enrolment 
in various highe r/ te ch ni c al  education courses is 
s i g n i f i c a n t l y  lower than their r espective 
r e p r e s e n t a t i o n  in population;

- the p e rc en ta ge  of SC/ST students in total enrolment 
falls with advance in the stage of education.

at the u n d e rg r ad ua te  level, the p roportion of SC/ST 
students in total enrolment is two to three time lower 
in science and co mmerce streams than in arts courses; 
and

- the pe r ce nt ag e of SC/ST students out of total enrolment 
has not in cr eased in respect of ma ny  courses d uring 
the p e r i o d  from 1978-79 to 1988-89. (In fact, this 
has often come d o w n ) .
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Table 2.

P E R C E N T A G E  OF SCs/STs O UT OF T O T A L  E N R O L M E N T  IN 
D I F F E R E N T  C O U R S E S  OF H I G H E R / T E C H N I C A L  EDU C AT IO N

S. No. Course S C
1978-79

(%)
1988-89

S T 
1978-79

(%)
1988-89

U n d e r a r a d u a t e
1. Arts 9.9 9.8 2.5 2.9

2. Science 4.4 5.8 0.8 0.8

3. Co mmerce 4.8 4.4 1.3 1.0

P o s t - a r a d u a t e
4. Arts 10.5 10.1 1.9 2.0
5. Science 2.9 4.9 0.8 0.8
6.. Co mmerce 5.4 6.5 1.3 1.2

E d u c a ti o n
7. U n d e r g r a d u a t e 6.2 - 1.3 -

8. Pos t- gr a du at e 3.4 — 0.7

E n o i n e e r i n o / T e c h n o l o a v
9. Un de rg r a d u a t e 6 . 2 5.9 1. 2 1.3

10. P o st gr ad u at e 1.9 — 0 . 2

M e d i c i n e
11. U n d e r g r a d u a t e 10.0

cn•
00 1.8 2.6

12. P o st gr ad u at e 3.7 — 0.5 —

A a r i c u l t u r e
13. U n d e r g r a d u a t e 8.4 - 0.7 -
14. P o s t gr ad ua te 4.5 — 0.9 —

V e t e r i n a r y  Science
15. U n d e r g r a d u a t e 7.0 - 1.1 -

16. P o st gr ad ua te 1.4 — — —

L a s
17. U n d e r g r a d u a t e 7.5 - 1.3 -
18. P os t graduate 4.0 — 0.2 —

Other
19. Un de r g r a d u a t e 5.9 - 0.4 -

20. P os tg raduate 3.6 - 0.6 -
21 Ph.D/D.Phil/D.Sc. — 2.9 — 0.6

Source : Co m pi l e d  and computed from :

1. Selected E d u ca ti o na l Statistics, 1988-89, M i n is tr y of H u m a n  
Resource Development, G o ve r n m e n t  of India.

2. 28th Report of the C om m is s i o n e r  for S ch eduled Castes and 
Scheduled Tribes, 1986-87, Govt, of India - Table 9, C h ap te r 
IV.
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A d m i s s i o n  in I I T s : As shown in Table 10, the percentage of 
ST candid at es  registered for the Joint Entrance Examinations for 
a d m i s s i o n  into the IITs has been over the years three to five 
fold lower in the case of SCs and almost ten-times lower in the 
case of STs, than their r es pe c t i v e  representations in population.
D u r i n g  the years 1979-80 a nd 1982-83, this percentage has risen 

only m a rg in al ly  (for SCs) or not at all (for S T s ) . In Table 11 
i n f o r m a t i o n  is pre se n te d on the number of seats reserved for 
S Cs/STs and those filled over the years. It is clear that the 
p e r c e n t a g e  of seats which co ul d not be filled up, in spite of 
r e l a x a t i o n  of admission criteria, ranged between 36% (IIT Bombay) 
and 70% (IIT Madras). Tables 10 and 11 jointly draw attention to 
the exte nt  of educational d i s a b i l i t y  persisting among SCs/STs 
and lack of any n ot ic e a b l e  improvement over the years in their 
status compared to the rest.

T a b l e  IQ.
P E R C E N T A G E  OF SC/ST C AN DI D A T E S  R EG I ST E R E D  FOR JOINT ENTRANCE 

E X A M I N A T I O N  FOR A D M I S S I O N  I N T O  INDIA N INSTITUTES OF TE CH NO LO GY

S. No. Year Total SC (%) ST (%)

1 . 1979-80 51536 3.2 0.7

2 . 1980-81 59621 3.5 0.8

3 . 1981-82 49403 4.2 0.9

4 . 1982-83 54344 4 . 3 0.8

[ Source: Co mputed from the Report of IIT Revie w Committee, 
1986, Table 4.8.4A]
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S E A T S  R E S E R V E D  F O R  S C / S T  C A N D I D A T E S  F O R  A D M I S S I O N  T O  
U N D E R G R A D U A T E  P R O G R A M M E S  A T  I I T s

Table 11

Y e a r
I I T

K h a r a g p u r
I I T

B o m b a y
I I T

M a d r a s
I I T

K a n p u r
I I T

D e l h i

R F (%) R F (%) R F (%) R F (%) R F (%)

1 9 7 4 84 81 96 72 37 51 N A 34 - 50 4 5 90 52 41 79

1 9 7 5 71 63 89 58 28 48 N A 34 - 50 43 86 52 39 75

1 9 7 6 95 71 75 49 27 55 N A 38 - 50 37 74 53 32 60

1 9 7 7 61 58 95 60 42 70 N A 42 - 50 28 56 53 28 53
1 9 7 8 41 37 90 54 20 37 N A 29 - 55 24 44 53 21 40

1 9 7 9 38 36 95 50 11 22 48 5 1 0 55 26 47 53 14 26

1 9 8 0 80 56 70 54 23 43 50 17 34 48 28 58 53 24 45
1 9 8 1 78 23 29 62 1 0 17 54 8 1 5 45 1 0 22 45 5 11
1 9 8 2 84 24 29 69 8 12 51 7 14 64 6 9 51 13 25
1 9 8 3 88 41 47 71 14 20 81 20 ‘25 64 26 41 57 27 47
1 9 8 4 93 37 40 71 20 28 68 12 18 64 20 31 57 20 35

T o t a l 813 527 65 6 7 0 2 4 0 36 352 246 7 0 595 2 9 3 49 579 264 46

R  - S e a t s  r e s e r v e d  f o r  S C / S T  F  - F i l l e d  b g  S C / S T

% - P e r c e n t a g e  of s e a t s  f i l l e d  b y  S C / S T

[ S o u r c e  : R e p o r t  of I I T  R e v i e w  C o m m i t t e e ,  1 9 8 6 ,  T a b l e  4 . 8 . 4 D ]
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Regime of incentiv es

4.2.5 The concept of providing incentives to bring children
into schools is based on the premise that children cannot come to 
school as they are engaged in economic activities both in and 
outside the home. Scholarships would hopefully offset the 
o ppor tu ni ty  cost while free uniforms, textbooks etc. would 
relieve the parents from this additional; burden. Often, 
incentives do not have the envisaged impact. In an exhaustive 
study of the impact of mid-d ay  meals in District Madurai (Tamil 
Nadu) the r e s e a r c h e r s  have reported that children in remote rural 
areas tend not to stay in schools after taking their mid-day 
meals. W h i l e  there is a significant increase in enrolment 
ratio, a t t e n d a n c e  and retention, it has not been possible to 
relate m i d - d a y  meals w i t h  increased learning.

The W o r k i n g  G roup on Early Childhood Education 
and E l e m e n t a r y  E d u c at i on  for the Eighth Five Year Plan opines 
that, "it is d i f f i c u l t  to establish any clear co r relation between 
the prese nt  d i s t r i b u t i o n  of these incentives and the relative 
p osition of d i f f e re n t States in regard to progress towards UEE." 
The r eport of the B ackward Classes C ommission observes, 
"Whereas s e v e ra l States are extending a number of ad hoc 
concessions to b a c k w a r d  class students, few serious attempts have 
been made to integrate these facilities into a comprehensive 
scheme for a q u a l i t a t i v e  upgra da t io n of educational 
e n v i r o n m e n t " .

Th e kind of community life and produc t io n work- 
based e d u c a t i o n  e n v i sa ge d in the Ga nd hi an  model of Ashram-shalas 
are s i g n i f i c a n t l y  m i s s i n g  in the Gover nm en t founded Ashram 
schools run for the b e n e f i t  of the scheduled tribes. Often, the 
latter do hav e high d r o p  out rates ac co r di ng  to certain 
studies. Inter-alia, this is due to the students from poor socio 
economic b a c k g r o u n d s  b e i n g  w it h dr aw n from the schools to help the 
p a r e n t s .

R ecommendation;

A series of studies should be instituted to 
i n v e s t i g a t e  into the impact that the various 
i n c e n t i v e  sche me s implemented in dif fe re nt  States 
h a v e  had on enr ol m en t and re te nt io n  of SC/ST children 
in the schools. (The evidence of overall relative 
d e t e r i o r a t i o n  of literary levels of Scheduled Castes 
an d tribes r e f l e c t e d  in Table 4 and figure 1 would 
f u r t h e r  u n d e r s c o r e  the need for these impact s t u d i e s ) . 
C o m m u n i t y  p r o f i l e s  of e d u c a t i o n a l l y  backward 
c o m m u n i t i e s  s h o u l d  also be p r ep a r e d  based on study of 
t h ei r c u r r e nt  e d uc a ti on al  status. Wit h reference to 
t hese p r o f i l e s  a nd the findings of the impact studies, 
on a d i s a g g r e g a t e d  basis, a p p ro p ri at e and logical 
s t r a t e g i e s  s h o u l d  be e st ab li sh e d for the educational
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de ve lo p m e n t  of the b ac kw a r d  communities.

S t a t u s  of access to educat ion

4 . 2 . 6  The F ifth All India E du ca ti on  Survey shows that a large
n u m b e r  of h ab it a ti on s p r e d o m i n a n t l y  populated by SC and ST are 
n ot s e r ve d by schools w i t h i n  walki n g distance ( 1 km in the case 
of p r i m a r y  and 3 kms in the- case of middle schools).

D ur in g the year 1989-90 the D epartment of E d u c a t i o n  
b r o u g h t  u n de r i m p l e m e n t a t i o n  a scheme to p r o v i d e  financial 
a s s i s t a n c e  to various States to start n o n - f o r m a l  e d u c a ti on  
c e n t r e s  in h ab it at i on s p r e d o m i n a n t l y  occupied by SC/ST. This 
s c h e m e  d d not make much h e a d w a y  ex c ep ti ng  in a very few States. 
I m p l e m e n t a t i o n  of this s cheme has come to a stand st il l during the 
y e a r  1990-91.

R e c o m m e n d a t i o n :

There should be a pr og ra mm e  for the co ve ra ge  of these 
u ns er v e d  ha bi ta t i o n s  with schools as per norms before 
the end of the E i g h t h  Five Year Plan.

I m p r o v e m e n t  of capabili tv and educational envi ro nm en t

4 . 2. 7 Rededial c o a c hi ng  is pro po se d by N P E / P O A  as a special
m e a s u r e  to improve the p r o s p e c t s  of SC/ST students for further 
e d u c a t i o n  and employment. While the basic idea b e h in d this 
p r o p o s a l  is welcome and n e e d s  full support, there are aspects 
w h i c h  d e m a n d  attention. Inspite of a long experience in 
o r g a n i s i n g  remedial cou rs es  at +2 and even hi gher stages, the 
p o l i c y  f o r m u l a t i o n  does n o t  seem to be based upon any evaluation 
of the outcome. There are limits to what remedial coaching can 
a chieve. The i m p r b v e r i s e d  learning e nv ir o n m e n t  in the 
e d u c a t i o n a l l y  back w ar d r e gi on s and the economic d e p r i v a t i o n  in 
the h om e s of SC/ST c h i l d r e n  can irreparably limit the learning 
s k i l l s  of these students. Such barriers to g r o w t h  in the 
c a p a b i l i t i e s  for a c q u i r i n g  k no wledge are inh e re nt  in the 
i n e q u i t o u s  social syst em  in which SC/ST c h i ld re n  live. The 
i m p a c t  of these limitations, set in early chi ld ho od  and later in 
the p r i m a r y  stage can b e c o m e  the chief dete r mi na nt s of what is 
a c c e p t e d  as notion of merit and talent as brought out 
e l s e w h e r e .  In this narr ow  definition, while the af fe ctive domain 
is t o t a l l y  ignored, even the cognitive domain of l earning is only 
p a r t i a l l y  looked into. While dealing with e d u c a t i o n  of the 
s t u d e n t s  b e l o n g i n g  to the 'Fourth World', the af fe ct iv e domain 
has a c r i t i c a l  role. In this sense, of fering r e medial coaching 
as a s t r a t e g y  is a r e s t r i c t i v e  approach. Indeed, it is reported 
that r e m e d i a l  coaching o r g a n i s e d  at IITs did not make a 
s i g n i f i c a n t  d if fe re nc e for the SC/ST students, lead in g to much 
f r u s t r a t i o n  NPE's brief r e f e r e n c e  to the need to re move 'psycho
s ocial' impe di me nt s in the conte xt  of remedial t eaching (para 4.6
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Remedial coaching is now offered to the SCs/STs in the 
States from class IX onwards. The objective is to e quip the 
SC/ST students to fair comparatively better in the public 
examinations. Even this scheme is implemented in a
rather d is or ganised and ad hoc manner. Coaching is gi ve n only 
for about 2-3 months p ri or  to the examinations in most cases. 
Not all the schools undertake this 1 programme either. The 
G ov er nm en t of India implements a scheme for remedial 
c oac hi ng  in about fifty residential schools. Under this
scheme, assistance is g iv en  to the States to meet the cost of 
remedial coaching but the coverage of SC/ST students in just 
fifty schools does not touch even a fringe of the problem.

v) does not find any refle ction in the POA.

R e c o m m e n d a t i o n :

(i) The scheme of remedial coaching should be re-o r ga ni se d 
such that on a phased basi*s, ma jority of the schools 
introduce the same. Instead of coa ch in g being
confined to two or three months of p re -e x a m i n a t i o n  
periods, the same should be offered in a sus t ai ne d way 
throughout the academic session in the concerned 
c l a s s e s .

(ii) A strategy to enrich learning en vironment and the 
socio-e co no mi c conditions in the tribal regions as 
d is ti nc t from mere remedial coaching should be evolved 
and brought under implementation.

(iii) In the b a c k w a r d  area including SC, ST habitats, a 
netw or k of school linked libraries should be 
established. For reaching out to smaller h a bitations 
wit ho ut  schools, a dynamic programme of b i c y cl e -b or ne  
m o b i l e  libraries or para-school-basec1 libraries should 
be brought under implementation. These libraries need 
to be enriched with creative children's literature. 
W hi le  the children's literature would be p r i m a r i l y  in 
the regional languages, efforts should be made to 
increase the availability of children's books in the 
local d ialects or languages spoken in e d u c a ti on al ly  
b a c kw ar d  areas.

(iv) In order to nur tu re  all kinds of talents and aptitudes 
in children, rangi n g from academic subjects to co- 
c ur ri cu la r and s oc io-cultural spheres as m ay be 
identifiable. Educational Co mp lexes should or ganise a 
w i d e - r a n g i n g  pr o gramme of specific theme-based 
w o r k s h o p s / w o r k  camps, using the best av ai lable resource 
p erso ns  in the area. This p r o g r a m m e  shou ld  encourage 
school d ro p-outs as well to join and contri bu te  in this 
c ol le ct iv e e n d e av ou r towards excellence.

(v) In the c u r r i c u l u m  of the e d u c a t i o n a l l y  ba ck w a r d  the
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f ol lowing s h o u l d  be emphasised at all stages of 
e d u c a t i o n :

a) Science and Mathematics;

b) E xp ression, both oral and written, and c r e a t i v e  
w r i t i n g ;

c) H i s t o r y  and s o c i ol og y of the Sc h ed u l e d  Castes, the 
S c h e d u l e d  Tribes and other b a c k w a r d  sections of 
s o c i e t y ;

d) C o n t r i b u t i o n  of these c om munities to nat io na l  life 
and d e ve lo p me nt , including the f r e e d o m  struggle; 
and

e) Role p l a y e d  by women b e l o n g i n g  to t he se  
c o m m u n i t i e s  in n ational life and development.

(In fact, m a t t e r s  c overing under (c), (d) and (e) 
should also be included in the N a t io na l C o r e  
Curriculum)

(vi) A b ov e all else, in order to b r i n g  a bo ut  
u n i v e r s a l i s a t i o n  of Elemen t ar y e d u c a t i o n  am on g girls in 
b a c kw ar d  areas, i n cluding those b e l o n g i n g  to S C / S T  
communities, a netw or k  of ECCE centres should be 
e s ta bl is he d  on a p r i o r i t y  basis, w i t h  linkage to 
p r i m ar y schools. (This has also bee n de al t wi th  in the 
Chapter on E C C E ) .

4.2.8 Re cr ui t m e n t  of SC/ST teachers

Ac co rd in g to the F if th  All India E d u c a t i o n  Survey, as
on 30.09.86, the p e r c e n t a g e  of 
been as follows:

SC/ST teachers in the school? has

Level £ £ sz

Primary 11.22 5. 99

U pper Prima ry 8.6 4.61

Secondary 5.84 2. 51

Higher Secondary 4.82 1.32

No doubt, POA e n vi sa ge s execution of a c rash p r o g r a m m e  
for the recru it me nt  of teachers from SC/ST c o m m u n i t i e s  even by 
re laxing the e d uc at io n al  q u a l i f i c a t i o n s  but the D ep ar t m e n t  of 
Education does not h a v e  any feedback r e g a r d i n g  the pro gr es s  
achieved in the r e c r u i t m e n t  of SC/ST teachers though the p r es en t  
level of their r e p r e s e n t a t i o n  amongst the teachers in the school
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s y s t e m  is rather low.

R e c o m m e n d a t i o n :

It should be ensured that in Government and Government 
a id ed  schools teachers from SC/ST communities are 
i nv ar ia bl y in the order of 15% and 7.5% respectively. 
R e c r u i t m e n t  to reach these levels should also be 
closely monitored.

C ore c u r r i c u l u m  and tribal centre

A c c o r d i n g  to NPE, educational progr am me s for the 
ST c h i l d r e n  should be so des ig ne d as to preserve their rich 
c u l t u r a l  i dentity and make them aware of the same. Tribal 
c u l t u r a l  identi ti es  are relevant not only to the tribals 
but all the school going children.

R e c o m m e n d a t i o n :

The rich diversity of the tribal cultural identities 
should be included in the common cultural heritage 
w h i c h  is one of the ele me nt s of the Core C ur ri cu lu m 
en vi sa ge d in NPE/POA.

4.2.9 Special Component Plan and Tribal Sub-Plan

Ev er y year, along wit h An nual Plan, the D e pa rt m en t of 
E d u c a t i o n  submits to the Plan ni ng  C om mi s s i o n  Special Component 
P la n for S c h e d u le d Castes (SCP) and T r i ba l Sub-Plan (TSP) for the 
S c h e d u l e d  Tribe s in respect of e d u c a t i o n  progr a mm es  comin g under 
the Centr al  sector. Presented in the Table b e lo w is a statement 
of out la y s for the years 1986-87 to 1989-90 p r e s en te d to the 
P l a n n i n g  C o m m i s s i o n  by the D ep ar t m e n t  of E du cation co nc er ni n g SCP 
and TSP.
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Tible 11

Sseeiil C o H o in t  P l u  for S c M t l e i  C u te s  i  Tribal S ib- Ph i:

Scheie-iise o i t l i w  for the n m  1 M - 1 7  to I M H O

(is. 10 lakhs)

SI. laie of the 
Ifo. Scheie

1986-87 1987-88 1988-89 1989-90 (Proposed)

Divi
sible
Outlay

Outlay
under
SCP

Outlay
under
TSP

Divi
sible
Outlay

Outlay
under
SCP

Outlay
under
TSP

Divi
sible
Outlay

Outlay
under
SCP

Outlay
under
TSP

Divi
sible
Outlay

Outlay
under
SCP

Outlay
under
TSP

1. 2. 3. 4. 5. 6. 7. 8. 9. 10. 11. 12. 13. 14.

1. School Education 2225.00 516.25 416.30 17570.00 3127.17 1940.74 39835.00 5491.97 2734.33 82772.51 11893.53 6037.47

2. idult Education 4210.00 1263.00 631.50 3500.00 800.00 500.00 4000.00 833.30 583.30 8000.00 1780.00 595.00

3V Scholarships 150.00 38.33 12.67 105.00 73.33 7.87 160.00 117.80 42.15 175.00 80.75 31.25

4. Languages 15.50 - 15.50 16.50 - 16.50 10.00 - 10.00 170.00 - 23.00

5. Technical 
Education

1120.00 215.50 170.75 900.00 165.00 82.00 390.00 65.50 33.05 800.00 140.00 70.00

6. University and 
Higher Education

3925.00 307.00 166.00 578.00 415.00 163.00 587.00 403.00 184.00 663.00 475 .00 188.00

Grand Total 11(45.00
1
2340.08
(20.09)

1349.72
(11.59)

22669.50 4580.50
(20.20)

2710.11
(11.95)

44982.00 6911.57
(15.36)

3586.83
(7.97)

92580.51 14369.28
(15.52)

6944.72
(7.50)

I Figures id  brackets are percentages to divisible outlays.



The above intra-sectorwise outlays are infact 
p r e s e n t e d  to the Planning Commission every year schemewise.

T he p reparation of SCP and TSP, in practical terms has 
b>een a paper exercise for the following reasons:

T h e y  are not included in the budget document. 
Consequently, the discipline which goes with the 
i m pl ementation of budget provisions does not exist 
i.e. the expenditure of a llocations for the specific 
purposes for which they are g iven is not ensured.

The Bureau Heads of the D epartment of Education to 
w h o m  the copies of SCP and TSP are pr ov i de d every 
y e a r  for follow up in implementation, are unable to 
ensure their implementation on g r ou n d though they 
issue general instruc ti on s/ g ui de li ne s under the 
r espective schemes. For example, when funds are 
rel ea se d under 'Operation Blackboard' to the States, 
g ene ra l instructions are g iven that special care 
s h ou ld  be taken to c on c en tr at e on educational 
i nstitutions located in areas of co nc e nt ra ti on  of 
s ch eduled castes and scheduled tribes).

T he present system of m on it or in g of implementation of 
SCP and TSP by the Mi nistry of W e lf ar e is not also 
effective. Most of the i n t er -m in i st er ia l meetings 
o r g a n is e d by the M inistry of W e lf ar e end up with 
reas on s gi ve n by the of fi ce rs  incharge of 
i m p l e m en ta ti on  of schemes as to why they are not in a 
p o s i t i o n  to implement the SCP and TSP.

R e c o m m e n d a t i o n s :

i) Special Component Plan and Tribal Sub-Plan should be 
s p e c i f i c a l l y  exhibited in the budget document, 
s c h e m e w i s e .

ii) To the extent feasible, schemes m eant exclu si v el y for 
the Sch ed u le d Castes and S c h e d u l e d  Tribes should be 
p r e p a r e d  and included under SCP/TSP.

iii) W h e r e v e r  e x cl usive schemes cann ot  be formulated, 
s p e c i f i c  physical targets for coverage of
S c h e d u l e d  Ca st e s / S c h e d u l e d  T r i be s under the schemes 
g e n e r a l l y  applicable to all s h ou ld  be indicated.

iv) A  more e ff ec ti ve  m o n i t o r i n g  m e c h a n i s m  should be 
e s t a b l i s h e d  in the Depart me n t of E d u c a ti on  itself for 
the purpo se  of p er io d i c a l l y  f o l l o w i n g  up the progress 
of i mp le m e n t a t i o n  of SCP/TSP.
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4.2.10 In t e nsive area approach

I m p l e m e n t a t i o n  of e d uc at i on al  p r o g r a m m e s  for S c h e d u l e d  
Cast es  and S c h e d u l e d  Tribes s ho u ld  a p p r o p r i a t e l y  be based on 
a careful id en ti fi c at io n of their h a b i t a t s  and c o n v e r g e n c e  
t here in  or concurrent, c ol l at er al  and c o m p l e m e n t o r y  a ct ivities. 
At p r es e nt  this is not happening. The Depart me nt  of E d u c a t i o n  
does not als o have feedback r e g a r d i n g  the actual numb e r of 
b l ocks w i t h  c o n c en tr at io n  of . S c h e d u l e d  Castes and T r i b e s  
c o v e r e d  u n d e r  - important p r o g r a m m e s  like O p e r a t i o n
Blackboard, N on -F or ma l  E d u c a t i o n  and A d u l t  Education.

R e c o m m e n d a t i o n s :

(i) T he M i n i s t r y  of Welfare, a c c o r d i n g  to the Bu s in es s 
R u l e s  is e x pe c t e d  to d o  co or di n a t i o n  in the 
i m p l e m e n t a t i o n  of p r o g r a m m e s  rel at in g to SCs/STs. 
W h i l e  they have g i ve n a list of blocks i de nt if ie d as 
tribal blocks they have not given, with r e f e re nc e  to 
1981 census, a list of b l o c k s  identified as those of 
S c h e d u l e d  Caste c o n c e nt r at io n-  This M i n i s t r y  should, 
therefore, p r ov i de  lists of blocks with SC 
c on centration. With r e f e r e n c e  to such lists the 
D e p a r t m e n t  of E d u c a t i o n  s h o u l d  get feed back from the 
States r eg arding their c o v e r a g e  under the various 
e du ca t i o n a l  programmes.

(ii) All the educational p r o g r a m m e s  should be i m p l e m e n t e d  to 
the extent feasible c o n v e n i e n t l y  in the same 
b l o c k s  of SC c o n c e n t r a t i o n / t r i b a l  blocks so that 
impa c t of e d u c a t i o n a l  d e v e l o p m e n t  is felt in a 
d e m o n s t r a b l e  and b a l a n c e d  w a y  in the r es pe c t i v e  
a r e a s .

4.2.11 M o n i t o r i n g

As early as in May, 1987, after the f o r mu la ti on  of 
N P E / P O A  c o m m u n i c a t i o n s  were a d d r e s s e d  to all the States to report 
on the o v e r a l l  status of i m p l e m e n t a t i o n  of N P E / P O A  so far as they 
w o u l d  re late to SC/ST and mi norities. A f t e r  1988, no reports 
ha ve  b e e n  r e c e i v e d  from the State G o v e r n m e n t s  r e g a r di ng  this. 
For c o - o r d i n a t e d  monit or in g of all the educational programmes 
me an t for the benefit of the S c h e d u l e d  Castes, Scheduled Tribes 
and mi norities, through i n t e r - d e p a r t m e n t a l  exercises done by the 
D e p a r t m e n t  of Education, M i n i s t r y  of Welf ar e and the Planning 
Commission, d e t a i l e d  Proformae ha ve  be en  got p repared but receipt 
of i n f o r m a t i o n  from the various M i n i s t r i e s  of the Government of 
Inc’ia as well as the State G o v e r n m e n t s  h a s  been quite uneven and 
erratic, ap ar t from being o u t - d a t e d  and incom pl et e most often. 
This situation, inter-alia, is due to the fact that educational 
p r o g r a m m e s  r e l a t i n g  to SCs/STs and m i n o r i t i e s  are implemented in 
a f r a g m e n t e d  way by dif fe re nt  a g e n c i e s  and de partments at the
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C e n t ra l and State levels. (of p a rt ic ul a r interest is the fact
that information is furnished by different
d i r e c t o r a t e s / s e c r e t a r i a t s  w i t h i n  the State Departments of 
Education)

R e c o m m e n d a t i o n :

A single focal a g e n c y  in each State should be
identified for the purpose of reporting to the
Government of India comprehensively on all the 
educational programmes.

4.2.12 M inorities

N P E  calls for a t t e n t i o n  being paid to the minority 
g r o up s w h i c h  are e d u c a t i o n a l l y  d e prived or backward. It also 
m e n t i o n s  about attention b e i n g  paid to the constitutional 
g u a r a n t e e s  given to mi no r i t i e s  to establish and administer 
e d u c a t i o n a l  institutions.

The implications of constitu ti on al  guarantees for the 
m i n o r i t i e s  to establish and a dm in is te r  educational institutions 
have been e l a bo ra t el y gone into and brought out in rulings of 
several courts of law over the years. These rulings clearly 
e s t a b l i s h  that it would be w i t h i n  the powers of the respective 
States to bring into force regul at io n s that would ensure the 
q u a l i t y  of ed uc at i on  through m e a s u r e s  such as p r es cription of 
p r op er  q u a l i f i c a t i o n s  for the tea c hi ng  staff, fair and reasonable 
r e m u n e r a t i o n  for them, c o nd it i o n s  of service based on principles 
of n a t u r a l  justice etc. Th e G o v e r n m e n t  of India formulated 
p o l i c y  n o r m s  and p r i n c i p l e s  for r e c og ni ti on  of mino ri ty  managed 
e d u c a t i o n a l  institutions in the light of these rulings and 
c i r c u l a t e d  them to the v a r i o u s  State Governments, finding that 
not all of them had issued n e c e s s a r y  guidelines and that the 
g u i d e l i n e s  that had been i s s u e d  by some States were varying in 
nature. B a s e d  on the p o li cy  n o r m s  circulated by the Government 
of India the State G o v e r n m e n t s  have been requested to issue 
d e t a i l e d  guidelines, so that side by side with protect io n of 
c o n s t i t u t i o n a l  guara nt ee s to the minorities, the standard in 
their ed uc a t i o n a l  i n s t i t u t i o n s  would also be uniformly 
maintained. With r e f e re n ce  to inquiries from the Govern me nt  of 
India r e g a r d i n g  the issue of d e t a i l e d  guidelines, responses from 
the State G o v e r n m e n t s  have b e e n  q u i t e  inadequate.

R e c o m m en da ti on :

G o v e r n m e n t  of India should establish a standing 
m a c h i n e r y  to c l o s e l y  m o n i to r issue of detailed 
g u i d e l i n e s  by the States for the purpose of 
g r a n t i n g  r e c o g n i t i o n  to m i n or it y managed educational
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institutions; to r e v i e w  the pace of disposal of
applications for r e co gn it i on  of these
institutions; a nd thereby to secure quality of 
e du cation in i n s t i t u t i o n s  so recognised.

The POA has i d e n t i f i e d  forty-one dis t ri ct s as being as 
m i n o r i t y  concentration. T h i s  should be a sound base for 
i m p l e m e n t i n g  education p r o g r a m m e s  on compact area approach.

R e c o m m e n d a t i o n :

All the e d u c a t i o n a l  progr am me s that are now under 
i m p l em e nt at io n s h o u l d  be c on c ur r e n t l y  implemented, to 
the extent feasible, in these d i s t ri ct s on a p r i or it y 
basis after c o n d u c t  of bench mark surveys as e nv isaged 
in POA. (There is no evidence of i m p l e me nt at io n of 
education p r o g r a m m e s  in these d i s t r i c t s  based on 
initial b ench m a r k  surveys to assess the status of 
literacy therein and to build p rogrammes
thereon for f u r t h e r  improvements.)

Community Pol yt ec hn i cs , as brought out elsewhere, is 
an innov at iv e  p ro gramme w h i c h  helps in the use of the existing 
i n f r a s t r u c t u r e  of p o l y t e c h n i c s  for the purp o se  of imparting 
technical skills amongst ttie rural people. A l r e a d y  twenty 
c om mu n i t y  p o l yt ec hn ic s h a v e  b e e n  e s ta bl i sh ed  in areas of min or it y 
c o n c e n t r a t i o n  but they do n o t  cover all the forty-one districts 
of m i n o r i t y  c o n ce n tr at io n i d e n t i f i e d  in the POA and only sixteen 
d i s t r i c t s  have been covered.

R e c o m m e n d a t i o n :

The 25 dis t ri ct s w h i c h  have not yet been covered under 
the community p o l y t e c h n i c s  should also be brought 
u nder their c o v e r a g e  before the end of the Eighth Five 
Year Plan.

The NC ER T has b ee n o r g a n i s i n g  o r ie nt at io n  and training 
progr am me s for P r i n c i p a l s / M a n a g e r s  and teachers of
m in or i t y  m a n ag ed  e d u c a t i o n a l  institutions. The objective of
these p r o g r a m m e s  is to p r o v i d e  ap p ropriate career guidance for 
these professionals. Th ey  are also meant for training of 
teachers in teaching of E nglish, science, m a th e ma ti cs  etc. NCERT 
h a v i n g  s t a r t e d  these p r o g r a m m e s  in 1987, it has so far been 
able to train only 467 P r i n c i p a l s / M a n a g e r s  and 947 teachers.
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T h i s  is a very small number and this size of N C ER T 
p r o g r a m m e s  is inadequate to meet the training needs of vast 
n u m b e r s  of Managers, Principals and teachers.

R e c o m m e n d a t i o n ;

Th e orientation programmes for the Principals/Managers 
and teachers of m i n o r i t y  managed educational 
institutions should be organised on a
d ec en t r a l i s e d  basis through SCERTs at the State level 
and DIETs, CTEs & IASEs at the sub-State levels.

The UGC has been o r ga ni si ng  special coaching courses 
for m i n o r i t i e s  in order to enhance their capabilities for 
s u c c e s s f u l l y  competing in recru it me n t for public services. In 
this program me ,  twenty universities and twenty-eight colleges 
par t ic ip at e.  The progress achieved under this scheme having 
been fo un d to be inadequate, the U GC itself received the scheme 
and came out with recom me nd a ti on s for modifications in 
i m pl em en ta t io n.  These mo di fi ca t io ns  included opening of
more r e s o u r c e  centres and additional coaching centres, regular 
i n t e r a c t i o n  between Ad vi so ry  Commi tt e es  of coaching centres 
with UGC, improved m on it o r i n g  s ys te m etc. Nonetheless not much 
progress is in evidence in terms of number of those given 
special coaching.

R e c o m m e n d a t i o n s :

i) Spec i al  coaching should be or ga ni se d  through reputed 
a n d  progre s si ve  v o l u n t a r y  organisations,
p a r t i c u l a r l y  those o p e r a t i n g  for the benefit 
a nd welfare of the m i n o r i t y  communities.

ii) O p e n  u ni ve rsities i nc lu d in g the IGNOU should establish 
d i s t a n c e  e du cation p r o g r a m m e s  for imparting special 
coaching.
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S e c t io n C : Ed uc at io n of the H a n d i c a p p e d

N P E / P O A  Stipulations

4.3.1 N PE a dv ocates the p o l i c y  of integ r at in g the p h y s i c a l l y  
and m e n t a l l y  h a n d i c a p p e d  with the general c o mm u n i t y  as equal 
pa rt ne rs  as the o b j e c t i v e  of their education. S pecific m e a s u r e s  
sug'gested are c om mo n e d u c a t i o n  along with normal c h i l d r e n  for 
those who have m o to r handicaps; p r o v i s i o n  of special schools and 
host el s for the sev er el y ha nd icapped, vocational e d u c a t i o n  for 
the disabled, teachers' tra in i ng  and enc ou r ag em en t of v o l u n t a r y  
e f f o r t s .

4.3.2 The POA mentions, about the det ai le d  m e a s u r e s  to be 
taken, important amongst them be in g massi ve  i n- se rv ic e  tr lining 
for teachers, o r i e n t a t i o n  p ro gr a m m e s  for the a dm in istrators, 
d e v e l o p m e n t  of s u p e r v i s o r y  e xp er ti se  in the r e source i ns ti t u t i o n s  
like the SCERT and DI ET  etc. It also calls for p r o v i s i o n  of 
i ncentives like supply of aids, appliances, text books and free 
u n i f o r m s .

The pres en t scenario

4.3.3 The p o p u l a t i o n  of the educatable h a n d i c a p p e d  in the 
5-14 year age group has b e e n  e s t i ma te d  as follows:

L o c o mo to r  12.20 lakhs

Visual di sa b i l i t y  1.27 lakhs

H e a r i n g  d i s a b i l i t y  5.35 lakhs

Speech d is ab il it y  7.44 lakhs

M e n t a l l y  Ret ar de d (No reliable estimates)

As of now, t he re  are about 280 schools for the deaf 
c overing 28,000 students, the earliest one h a v i n g  been 
started in 1885. The m a j o r i t y  of the special schools 
teach upto the p r i m a r y  level while some teach upto 
middle level. T h e r e  are also schools which teach upto 
the high school level m o s t l y  for children wi th  residual 
hear i ng  capacity. Th er e are about 200 schools for the 
visually h a n d i c a p p e d  c o v er in g about 15,000 students.

The percen ta g e of en ro lm en t of the h a n d i c a p p e d  children 
to total chil dr en  at the e le me nt a ry  stage at p r e se nt  is 
0.07%. This r e f l e c t s  a serious neglect of e d u c a t i o n  of 
the h a nd ic ap pe d o v e r  the last four decades.

The pe rc en ta ge  of en ro l m e n t  of the h a n d i c a p p e d  children 
to total e n r o l m e n t  is less than 1% as e x h i b it e d in the 
table below:
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The reasons for the low coverage of handicapped
children in education are the following:

* Education of the h an dicapped is viewed as a social 
welfare activity.

* Child to child help leading to se nsitizasion of 
the future generation, child to parent help for 
community se ns it iz a si on  and special and general 
pedagogy r einforcement were m is s ed  out.

* Most of the special centres for the h an dicapped 
are located in me tr o p o l i t a n  cities and urban 
centres. The no n- go ve rn m en t o r g a ni s at io ns  barring 
a few exceptions have not s i g n i f i c a n t l y  come to 
operate at D i stricts or sub- di st ri ct  levels. 
Reportedly, 215 districts in the country do not 
have special schools for any d is ab i l i t y  though 
there are over 1000 d o c um en te d special schools.

* The scheme of Integrated E d u c at io n for Disabled 
Children which was c on ce p t u a l i s e d  by the 
Department of Social W e l fa re  in 1974 was 
implemented for several years in terms of running 
'Mini Special Schools' w it hi n general schools. 
The reason was that there was no pro vi si on  for 
sensitization and involvement of all the teachers.

C o m m i t t e e 's perspective

4.3.4 It should be stated to the credit of NPE 1986 that
p r o v i s i o n  for education of the h an di c a p p e d  was m e n t i on ed  under 
the part relating to equal e du cational opportunities. For the 
fi rs t time, because of this Poli c y stipulation, education 
d e p a r t m e n t s  were put in the right p e r s p e c t i v e  of ha ving to treat 
e d u c a t i o n  of the h a n di ca pp ed  as their l eg it i ma te  function. It is 
al so  to the credit of the P olicy that it m e n t i o n e d  about the 
m a i n s t r e a m i n g  of the e d u c a t i o n  of the h a n d i c a p p e d  and about 
t e a c he r training. The fo rt hr i gh t s ta tement of NPE regarding 
i n v o l v e m e n t  of v ol untary agencies, s i g n i f i c a n t l y  opene d up 
i m p l e m e n t a t i o n  of i ntegrated e d u c a t i o n  of the d i s a bl e d children 
to n o n - g o v e r n m e n t  organisations. However, the NPE, so far as it 
r e la te s to education of the handicapped, is inadequate in the 
f o l l o w i n g  respects:

* It has not st re s s e d  the m o b i l i s a t i o n  of the total 
general e d u c a t i o n  s ys te m  for the e du ca ti on  of the 
h a n d i c a p p e d .

* Special schools have b e e n  t r ea t ed  in isolation 
from other e d u c a t i o n a l  i n st it ut io n s from the 
point of vi e w of p r o v i d i n g  the educational 
s up ervisory i nf ra s tructure, leaving it to the
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M i n i s t r i e s  of Welfa re  and HRD to c o - o p e r a t i v e l y  
d e v e l o p  the same.

The merit of the POA is in its call for e s t a b l i s h m e n t  
of special schools in di s tr i c t  and sub-district levels; 
c u r r i c u l u m  d e v e l o p m e n t  apart from p r o v i s i o n  of i n f r a s t r u c t u r a l  
facilities; and s pecific target set ti ng  for universal p r i m a r y  
e d u c a t i o n  of the handicapped. While special schools for the 
e d u c a t i o n  of those with severe ha nd ic ap s  are rightly e m p h a s i s e d  
by the POA, they have not laid e mphasis on mul ti p le  deli ve r y of 
s ervices in special schools. While single di s ab i l i t y  mode is 
r e q u i r e d  for research, d e v e l o p m e n t  and r e ha bi l i t a t i o n  work, for 
d e l i v e r y  of e du c at i o n a l  services, mu lt i - s e r v i c e  mode in 
special s c ho ol s  s h ou ld  be g i v e n  importance. This is p a r t i c u l a r l y  
so beca us e doctors, di spensaries, pu blic health centres and 
d e v e l o p m e n t  f u n c t i o n a r i e s  are m u l t i - p u r p o s e  in nature. The P OA 
has not also c a l l e d  for r e d e f i n i t i o n  of the role of the s p e ci a l 
schools. A l t e r n a t i v e  m od e s of educa ti on al  p ro vision have not 
b ee n mentioned.

Post - p o l i c y  i m p l e m e n t a t i o n

4.3.5 The D e p a r t m e n t  of Edu ca ti on  has been im p le m e n t i n g  a 
scheme for the i nt eg r a t e d  e d u c a t io n of the dis ab le d under w h i c h  
100% a s s i s t a n c e  is g iv en  to the States. The scheme is at 
p resent b e i n g  i m p l e m e n t e d  in n i n e t e e n  States and U T s . The annu al  
p r o v is i on  u n d e r  the scheme is of the order of R s . 2 crores and as 
of now 20,000 c h i l d r e n  are b e i n g  covered. Assis ta n ce  p r o v i d e d  to 
the States u n d e r  the scheme is e x p e ct ed  to; be utilised to p r o v i d e  
for salaries and i ncentives for teachers, setting up r e s o u r c e  
rooms, c a r r y i n g  out a s s e s s m e n t  of h a n d i c a p p e d  children, t r a in in g 
of teachers, p r o v i s i o n  of i n st ru c t i o n a l  material, etc.

Future s t r at eg y

4.3.6 H a v i n g  C o m p r e h e n s i v e l y  taken into account, the p r o b l e m s  
fac^ed in p r o v i d i n g  ed uc at i on  for the h a n di ca pp ed  with r ef er en ce  
to their spe ci al  and d i v e r s i f i e d  needs, and having studied the 
h i s t o r y  of i m p l e m e n t a t i o n  of the educa ti on a l p rogrammes for the 
handicapped, the C o m m i t t e e  w ou ld  give the fo l lowing 
r e c o m m e n d a t i o n s :

R e c o m m e n d a t i o n s

(i) People should be made aware of the problems of the 
handicapped, in terms of the magnitude and types 
of handicaps. The m e di a  should be ef fe ct i v e l y  
u s e d  for this purpose.

(ii) E v e r y  family wi th  a ha nd ic a p p e d  child should be 
p r o v i d e d  suppo r t through incentives, dialogue and 
p e r io di c  t r a i n i n g  and evaluation. Parents' groups 
and c o m m u ni ty  e d u c a t i o n  groups should be formed.
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(iii)

(iv)

(v)

(vi)

(vii)

The educational system for the handi ca p pe d should 
be flexible. It should offer a range of education 
p ro vi s i o n s  - special schools for those who cannot 
be ed ucated in general schools, special classes in 
g eneral schools, and integrated education for the 
d i s a b l e d  of the type already in existence 
Ed uc at io n should be through di f fe re nt  options - 
formal, non-formal, open schools, home day 
schools, vocational centres etc.

E d ucational packages should be offe re d for hearing 
impaired children in a differ en t ia te d way -

* Pure orally oriented progra mm es  for 
profo un dl y deaf children.

* C ombined oral-manual program me s for some of 
the p r of ou n dl y deaf ch il dr e n for the 
education of who m pure oral progr am me s will 
not be adequate.

* Segregated programmes for those children for 
wh om  such programmes are essential.

* Integrated programmes for those w h o m  this 
m od al i t y  promises better emotive, cognitive, 
social and linguistic development.

For m a k i n g  the boys and girls of im paired hearing 
e c on om i c a l l y  independent, vocati on a l training has 
to be sp ecially organised. Vo ca ti on al  training 
which is jo b- o riented and matc h ed  to the abilities 
and aptitudes of the hearing impaired, should be 
o r g a n i s e d  in a signifi ca nt l y d i v e r s i f i e d  way 
m a k i n g  a d e p a rt ur e from the ear li er  practice of 
c o n f i n i n g  to a limited number of vocational 
tr ai ni ng  programmes like in drawing, painting, 
tailoring, knitting, embroidery, book-binding, 
etc. These d i v e r s i f i e d  courses also relate to 
industrial opera t io ns  such as sheet metal works, 
printing, turning, fitting, welding, electrician's 
trade, carpentry, etc.

B harati Braille has be en  developed, thanks, inter 
alia. to the special effort mad e by the National 
I ns titute for the V i s u a l l y  Handicapped. Based on 
this, teacher t raining and book production 
p ro gr a m m e s  h a v e  also been launched. These 
p r o d u c t i o n  p ro gr a m m e s  should be intensified by 
their scales of o p e r a t i o n  b e i n g  enlarged and 
d i v e r s i f i e d  to cover wide range of subjects and 
in-school and out-of school needs.

W hile work has been initiated for d ev elopment of
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(ix)

(x)

(xi)

(xii)

(xi ii) 

(xiv)

Braille n o t a t i o n s  for ma t he m a t i c s  and science, not 
m uc h p r o g r e s s  has been made. On account of the 
gro w in g e mphasis on science and m a t he ma ti cs  
teaching, a c o m p r e h e n s i v e  and ef fective code for 
use in the area of m a t he m at ic s and science should 
be developed.

For the m o d e r a t e l y  m e n t a l l y  retarded, special 
cu rr icula should be d e v e l op e d and s ta nd a r d i s e d  - 
not m e r e l y  for the p u r p o s e  of basic e du cation in 3 
Rs but for t raining in self-care skills like motor 
integration, p e r c e p t u a l  and mo to r skills, 
language, c o m m u n i c a t i o n  and conceptual skills. It 
should be c l e a rl y u n d e r s t o o d  that for the m e n t a l l y  
handicapped, ac ad em ic  a ch ie vements are r e la ti ve ly  
u n i m p o r t a n t  in c o m p a r i s o n  to social adaptation and 
v oc at io na l  training.

V oc at i o n a l  schools for the m e n t a l l y  retarded 
adults are not too many. For their benefit jobs 
in s h e l te r ed  workshops, farms and industries 
should be p r o v i d e d  as they are not capable of 
r e c e i v i n g  open employment. The idea is that after 
r e c e iv i ng  training they can work on sub-contract 
b a s i s .

In p r e - s e r v i c e  teacher training programme, 
ed uc at io n of the handicapped, should be made part 
and parcel of the p e d a g o g y  and methodology.

A p r o g r am me  of s e n s i t i z a t i o n  should be implemented 
for i n- se r v i c e  teachers as well. This should 
include v a r io us  components, namely, Non-Formal 
Education, v o c a t i o n a l i s a t i o n  of education and 
d i s t an ce  education.

Teachers' t r aining colleges should have special 
courses for t eaching the h a n d i c a p p e d  children; a 
special c om po ne n t on the ed uc at io n of the 
h a n d i c a p p e d  should be in cluded in the B.Ed courses 
as well.

At least one re so ur c e faculty should be provided 
in each D I E T  to p r o vi de  teacher training inputs in 
the context of e du ca ti on  for the handicapped.

The role of the special schools should be clearly 
r e de fi ne d as spelt out below:

i) Early i d e n t i f i c a t i o n  of children with 
h a n d i ca p s and f or mu la ti o n of stimulation 
p ro gr a m m e s  for them and the community in 
their catchment areas;

Li) E d u c at io n of the h an d ic a p p e d  children who
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cannot be educated in general schools upto 
the point when they can be integrated - thus 
b reaking the insulation between the general 
and special schools.

iii) Service as resource agencies for implementing 
the integrated education programmes in 
general schools so that they feel as a part 
and parcel of the educational system.

iv) Brin gi ng  about mutual reinforcement of the 
p edago gi es  of special and general education.

(xv) A lot of devel o pm en t is taking place in the 
a ppli ca ti on  of technology for the benefit of the 
handicapped. Several technological aids are 
a lready available like for example, Brailleix 
pro du ce d by Federal Republic of Germany which 
f acilitates re cording of whole encyclopaedia on 
cassettes, prin ti ng  conversion devices like 
'tactacon' which facilitates presentation of 
printed material in vi br o- tactile form so as to 
enable the blind persons to read, devices 
facilitating m o b i l i t y  of the blind persons etc. 
The te ch nologies and techno-aids available for 
m eet in g the special needs of the handicapped 
children should be reviewed and measures for 
d i s s e m i n a t i o n  of i n f or ma ti on  should be formulated.

(xvi) Sustained resea rc he s  should be undertaken to 
d et ermine the needs of the physi ca ll y handicapped 
and produ c e t echnological aids capable of helping 
in o v e r c o m i n g  handicaps. The Indian Institute of 
T ec hn o l o g y  and other t echnological institutions in 
the area of h igher e du c at io n should be given 
specific r e s p o n s i b i l i t i e s  for undert ak in g these 
r e s e a r c h e s .
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The Three *C ' Model
The Thr e 'C model has been d e ve loped in 

Kerala by the Central I ns ti tu te  & Information 
Centre of Mental Retardation, Trivandrum, for the 
ed uc at io n of the disabled. The features of this 
model are:

- Imparting ed u ca t i o n  through a sense for 
shapes (rectangle, circle, triangle etc.)

- An un de rs ta nd i ng  that r e c o g n i t i o n  of shapes 
is a p r e - al p ha be t e x p e r i e n c e  (for a child 
w hich sees the mother, the forehead is a 
rectangle, eyes are circles and nose is a 
t r i a n g l e ) .

Motor, psycho-social, language and 
c ognitive skills are d e v e l o p e d  through the 
m ed iu m of shapes. (For this purpose,
instruction is impa rt e d on b uilding figures 
with shapes; e.g. a t riangle placed over a 
square will signify a house).

Use of e q u i p m e n t / m a t e r i a l s  like scissors, 
paper, spanners etc. for exercises in 
b uil di ng  shapes. (This facilitates
d e velopment of c o o r d i n a t i o n  skills and 
skills for re co gn i t i o n  of articles).

- De velopment of skills through seeing, 
p er ce iv in g  and smelling.

- The whole system of e d u c a ti on  of the 
hand ic ap pe d t h r ou gh  this m odality 
u l ti ma te ly  results in b u i l d in g up of 
c o m p r e h e n s i o n . c o m p e t e n c y  and c r e a t i v i t y . 
Hence the n om en c l a t u r e  'Three C Model'.

This model has been app li ed  in Kerala since 
1980 in about 50 centres for the education of the 
handicapped; 2000 chil dr e n have been benefitted, 
400 teachers oriented and 10,000 families reached.
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S e c t i o n  D : Common School System

4.4.1 In the context of establishing the National System of 
Education, the N PE states that effective measures will be taken 
in the d i r e ct io n of the Common School System recommended in the 
1968 Policy. The implication of having the Common School System 
has been stated by the Policy to be g a i n in g of access to 
e d u c a t i o n  of a compara bl e  quality by all students irrespective of 
caste, creed, location or sex.

4.4.2 The POA, however, does not spell out any modalities or 
action p ro gramme for bringing the Common School System into 
e x i s t e n c e .

4.4.3 The CABE Committee on Common School System under the 
C h a i r m a n s h i p  of Prof. D.S. Kothari, however, has examined the 
m a tter and given a report. This report calls for promotion of 
n e i g h b o u r h o o d  schools, qualitative i mprovement of education in 
the p u b li c  sector, identification of target areas and 
e st ab l i s h m e n t  of a National Coucil for common schools with 
State Education Ministers, educationists, voluntary 
organisations, Planning Commission and Di re ct or s of NIEPA & NCERT 
and M.Ps.

4.4.4 Ac co r di ng  to the Education Commission, 1964-66 which 
o r i g i n a l l y  ad vocated the concept, the C ommon School System of 
public e du ca t i o n  has the following features:

It will be open to all children irre sp e ct iv e of social, 
economic and other differences.

- Access to edu ca ti on  will depend on talent.

A dequate s ta ndards would be maintained.

- No tuition fee wo ul d  be charged.

- The average pare nt  w ou ld  not o rd in a r i l y  feel the need 
of sending his chi ld re n expensive schools outside the 
system.

4.4.5 The Nati on al  P o li cy  on Ed uc at i on  1968 had accepted the 
r e c o m m e n d a t i o n  of the E d u c a t i o n  Commi ss io n  for b r i n g i n g  about the 
C o mmon School System.

4.4.6 Common School S ys te m of education has been prevalent in 
the USSR, the U S A  and c e rt ai n  European co un tires in some form or 
the other.



4.4.7 The reasons why the C om mo n School System has not g ai ne d
g roun d so far are the following;

- Economic and social disparities; the w e l l - t o - d o  
communities send their children to schools with b etter 
infrastructure, teachers and teaching standards; 
ordinary schools are not sought after; and in turn, 
results in low i n v e s t m e n t s  in them.

- The co ns t it ut io na l p r o t e c t i o n  given to the mi no r i t i e s  
to establish and a dm in i s t e r  their own educ a ti on al  
institutions etc. does not go with the concept of the 
Common School System.

- In Govern m en t schools, the qual it y of ed uc at io n has 
remained poor.

- Lack of p o l i t i ca l will.

- Public schools, p r i v a t e l y  mana ge d Engl is h m e d i u m  
schools, schoo ls  c h a r g i n g  ca pi t at io n fees and those 
having expensive c o a c h i n g  classes have proliferated.

- Growth of i n s t i t u t i o n s  in the G ov er n m e n t  sector like 
the Sainik Schools and Ke nd ri ya  V id ya l a y a s  meant for 
separate catego ri es  of students.

4.4.8 The first step in s e c u r i n g  equi ty  and social justice in
e du ca ti on  is the buil di n g up of a C om m on  School System. Specific 
actions required in this c o n te xt  are the following:

R ecomm en da ti on s

Provision of s i g n i f i c a n t l y  in creased outlay for 
elementary (particularly primary) education. This 
would help in the b u i l d i n g  up of the r e q u i r e d  levels of 
infrastructure and q u al it y of education, thereby 
t ransforming Government, l o ca l- bo dy  and aided schools 
into genuine N e i g h b o u r h o o d  Schools.

Provision of special alloc at i on s for im provement of 
school system in b a c k w a r d  areas, urban slums, tribal 
areas, hilly tracts, deser t  and m a r s h y  areas, drought 
and flood-prone zones, coastal belts and islands.

Ensuring i n s t r u c t i o n  for all in the m e d i u m  of mother 
tongue at the p r i m a r y  level, p a r t i c u l a r l y  for 
linguistic mi norities; active e n c o u ra ge me nt  of 
teaching in the reg io na l languages at the secondary 
level; and d i s c o n t i n u a n c e  of State aid to the schools 
imparting ed uc a t i o n  ot he r wi se  than in the mediu m of 
mother t on gu e /regional languages.
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Phased i mp l ementation of the Common School System 
within a ten year time frame; and essential min i mu m 
legislation, p ar ti c u l a r l y  to dispense with early 
selection process, tuition fee, capitation fee etc.

Exploring ways of including th expensive private 
schools into the Common School System through a 
combination of incentives, disincentives and 
l e g i s l a t i o n .



L e cti on E : N a v o d a y a  Vidyalayas

4 . 5.1 N a v o d a y a  V id yalaya Schem e is based on the m a n d a t e
r e f l e c t e d  in para 5.14 and 5.15 of NPE, 1986 which had as 

f o l l o w s :

"P A C E - S E T T I N G  S C H O O L S •

5 . 1 4  It is u n i v e r s a l l y  a ccepted that children w i t h  
special talent or a p t i t u d e  should be p r o v i d e d  
o p p o r t u n i t i e s  to proc ee d at a faster pace, by m a k i n g  
good q u a l i t y  education a v a i l a b l e  to them, i r r e sp ec ti ve  
of their cap ac it y to pay for it.

5.15 P a ce -s et ti n g scho ol s intended to serve this 
p u r p o s e  will be e s t a b l i s h e d  in various parts of the 
c o u nt ry  on a given pattern, but with full scope for 
i n n o v a t i o n  and experiment at io n.  Their broad aims will 
be to serve the objective of excellence, coupled with 
equity and social justice (with reser va ti on  for SCs and 
STs), to promote n a t i o n a l  inte g ra ti on  by p r o v i d i n g  
o p p o r t u n i t i e s  to talented c hi ld r e n  largely rural, from 
di ff er en t parts of the c o u n tr y to live and learn 
together, to develop t heir full potential, and, most 
importantly, to become c a t a l y s t s  of a n a ti on - w i d e  
p ro gr a m m e  of school improvement. The schools will be 
resi d en ti al  and free of char g e. "

4.5.2 The Pr og r am me  of Acti o n s p e l l s  out the details of the
scheme of N a v o d a y a  V i dy al ay as  in the fo llowing \ords:

"The p r o g r am me  for bright c h i ld re n has two parts - one 
is for p o t en ti al ly  high a c h i e v e r s  pa rt icularly in the 
areas who are s u b s t a n t i a l l y  left uncovered by the 
p r e se nt  s y s t e m ......

Under the scheme of N a v o d a y a  Vidyal ay as  for cate ri n g 
to the ca tegory of high a c h i e v e r s  one such Vi dy a l a y a  
will be set up in each d i s t r i c t  during the Seventh Five 
Y e a r  Plan period. These schools will make a va ilable 
g o o d  quality education i r r e s p e c t i v e  of the parents' 
c a p ac it y  to pay and their s oc io - e c o n o m i c  background. 
In these schools there w i l l  be 75% reservation for 
c hildren from rural areas. There will be rese rv at io n 
for SC and ST as per their actual p opulation in the 
d ist ri ct  subject to a m i n i m u m  of n at io na l ly  p re sc ri be d 
figure of 15 and 7.5 (sic) for SC and ST respectively. 
An effort will be made to c o v e r  girls to the extent of 
1/3 in a school. E d u c a t i o n  will be free including 
b o a rd in g  and lodging in these schools. These schools 
will be affiliated to the C e n t r a l  Board of Secondary 
E d u c a t i o n ."
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4. 5. 3 So far, 261 Navodaya Vidyalayas have been established
in 29 States. Since inception of the Scheme, the total amount 
p r o v i d e d  to the Samiti is Rs.249.08 crores. P a rticulars of the 
S t a t e w i s e  ex penditure for the years 1987-88 to 1989-90 are 
p r e s e n t e d  in the following Table:

Table H

S T AT EW IS E EXPENDITURE ON R U N N I N G  
NAVODAYA VIDYALAYAS

(Ruppes in Lakhs)

SI . 
No .

Na m e of State/ 
U n i o n  Territory

Amount R e le a s e d

1987-88 1988-89 198 9- 90 0 Total

1. A n d h r a  Pradesh 115.80 227.90 272.77 616.47
2 . Ar un ac ha l Pradesh 19.12 42.48 56.61 118.21
3. Bihar 159.94 296.13 356.34 809.41
4 . Goa 10.61 17 . 99 26. 51 55.11
5. G ujar at 32.72 73 . 27 87 . 98 193.97
6 . Haryana 50. 87 94 .18 130.58 275.63
7 . H i m a ch ar  Pradesh 71.16 109.65 133.90 314.71
8 . J ammu & Kashmir 88.13 125.46 180.55 394.14
9. Ka rn at ak a 110.23 223.88 299.77 633.88

10 . Kerala 75.09 140.47 155.16 370.72
11 . M ad hy a Pradesh 161.18 285.10 374.63 820.91
12. Ma ha ra s h t r a 128.35 211.99 308 .17 648.51
13. M a n i p u r 17.29 67 .88 82.83 168.51
14 . M e g h a l a y a 28.66 29 .20 43 . 39 101.25
15. M i z o r a m 11.73 18.85 22.66 53.24
16. N a g a l a n d 1.31 3.34 12.23 27.88
17. O r i s s a 97.06 155.21 191.44 443.71
18. P unjab 45.71 67.56 103 . 33 216.60
19. R a j a s t h a n 86.08 201.19 279.75 567.02
20. S i kk im 7.99 7 .04 11 .06 26.09
21. T r i p u r a - 4 .08 10.19 14.27
22. U t ta r Pradesh 171.72 307.60 394.05 873.37
23. A n d a m a n  & Nicobar 

Islands
12.83 18 .30 26 . 30 57.43

24. C ha nd i g a r h 4.04 5.77 11. 33 21.14
25. Delhi - 8.79 10.63 19.42
26. D a m a n  & Diu 4.35 10.46 21. 20 36.01
27. D a dr a & Nagar Haveli 15.27 11 .25 16.71 43.23
28. L a k s h a d w e e p - 16.34 9.52 25.86
29. P o nd ic he rr y 28.21 45.26 63.15 136.62

Total 1 ,552.45 2,836.62 3,693.74 8,082.81

* Capi ta l  E x p en d it ur e incurred on c o n s tr uc ti on  of school 
b u i l d i n g s  is not included.

® E xp en d i t u r e  a n t i c i p a t e d  by 31.03. 1990.
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4.5.4 It may be seen fr om  the a bo ve  Table that on r u n n i n g  
e x p e ns es  alone, an a mount of R s . 8 0 . 8 3  crores has been spent on 
the scheme during the p e r i o d  1987-88 to 1989-90.

4 .5 . 5  Director, NVS made a p r e s e n t a t i o n  before the C o m m i t t e e  
r e g a r d i n g  the status of the i m p l e m e n t a t i o n  of the scheme. Some 
of the salient aspects of the i m p l e m e n t a t i o n  of the s c h e m e  
b r o ug ht  out in this p r e s e n t a t i o n  are the following:

(i) Out of 454 d i s t r i c t s  in the country, 261 d i s t r i c t s
have be e n c o v e r e d  by the Vidyal ay a s the p e r c e n t a g e  
of co v er ag e b e i n g  65%.

(ii) At 1987 prices, the e st imated cost of a F a v o d a y a
V i dyalaya c o m p l e x  is Rs.2.3 crores - R s . 1 . 4 3  
crores for p h a s e  I an d Rs.0.85 crores for phase
II.

(iii) For c o n s t r u c t i o n  work, the amount rele as ed  d u r i n g
the S e ve n th  Pl an  p e r i o d  was Rs.249.08 c r o re s as 
against R s . 3 6 8 . 4 9  c r o r e s  asked for by the Samiti 
and Rs.50 0 crores of S e v e n t h  Plan outlay.

(iv) Zero ph as e  c o n s t r u c t i o n  is going on in r e s p e c t  of
61 schools and p h a s e  I c o n s tr uc ti on  in r e s p e c t  of 
130 schools. 75 v i d y a l a y a s  have already been 
shifted to their own n e w l y  constr uc t ed  buildings.

(v) There are 3,057 t e a c h e r s  as against the s a n c t i o n e d
strength of 3,917.

(vi) There are 48,94 0 s t u d e n t s  as per the f o l l ow in g
b r e a k - u p :

Boys - 35,886 (73.33%)

Girls - 13,054 (26.67% against the target of 30%)

Children from rural a r ea s 37,942 (77.53% aga in st  
the target of 75%)

Students from u r b a n  ar ea s 10,998 (22.47%).

SCs - 9,510 (19.43%) f The norm stipul at ed  in the
I scheme is p r op or t io n of the 

STs - 5,493 (11.22%) { po p ul a t i o n  of the
f respec ti ve  c o m m u n i t i e s  to 
{ the total p o p u l a t i o n  in the 
f district.

(vii) 41% of the s t u d en ts  a d m i t t e d  in the V i d y a l a y a s  are
from fa milies b e l o w  p o v e r t y  line and 63% from 
families with an i n c o m e  less than R s . 1 2 , 0 0 0 / -  per 
a n n u m .
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(viii) 16% of the children are first generation lea rn er s
and 70% of them from families with no c o l le ge  
e d u c a t i o n .

(ix) Per capita expenditure for providing e d u c a ti on  to
the students of the V id ya la ya s  in 1988-89 was 
Rs.9582.

(x) For the existing 261 Vidyalayas the e s t i m a t e d
requirement of funds for the Eighth Plan p e r i o d  
(1990-91 - 1994-95) is Rs .9 83 .6 4 crores (Rs.483.08 
crores for recurring e x pe nd it u re  and R s . 5 0 0 . 5 6  
crores for n o n - r e c u r r i n g  expenditure i n c l u di ng  
capital w o r k s ).

(xi) As envisaged in the Scheme, there has been
m ig ra ti on  of students at the level of class IX 
from Hindi speaking dis tr i ct s to n o n - H i n d i  
speaking districts and vice versa. The students 
who have so mig ra te d are 912 in number (472 who 
m igrated to Hindi s pe a k i n g  states and 440 who 
m igrated from Hindi s p e a k i n g  States.) The
proposal for 1990-91 is to effect m i g r a t io n of 
1125.

4.5.6 No doubt, the scheme as such has made a lot of prog re s s 
on g r o u n d  as evidenced by the figures p r e s e n t e d  above in terms of 
n um be r of students admitted, teachers appointed, school 
b u i l d in g s co n structed etc. Overall, the targets in respect of 
a d r i s s i o n  of girls, SCs and STs have also been by and large 
a c h i e v e d .

4.5.7 However, the NVS has not be t n able to make progress as 
o r i g i n a l l y  envisaged for the fo ll owing reasons:

Funds have not been m a d e  available for the 
i m pl em e n t a t i o n  of the scheme as per the infrastructure 
r eq uirements origina ll y planned. As against an amount 
of Rs.417.6 crores req ui r ed  for completion of phase I 
c o n s tr uc t io n in all the 261 schools only an amount of 
Rs.160 crores was provided. Therefore, the NVS has had 
to scale do wn  the d e v e l o p m e n t  of infrastructure, going 
in for zero phase c o n s t r u c t i o n  for 131 vidyalayas. 
(Construction in this p h as e is limited to m ulti-purpose 
hall which serves the p u r po se  of assembly hall, class 
r oo m space, d o rm it or i es  etc.)

- Because of initial g o v e r n m e n t  insistence that only 
d ep ut a t i o n i s t s  should be taken as teachers in the 
schools, a large n umber of p os ts  of teachers remain 
vacant. Pr es en t ed  b e l o w  are particulars of teachers 
in position as against the s a n c t i o n e d  strength d u ri ng  
the respec ti v e years:



1986-87 1987-88 1 9 8 8 - 8 9  1989-90 1990-91*

S a n c t i o n e d  747 2179 3034 3917 4142
s t r e n g t h

A c h i e v e d  510 1238 2 0 0 5  3057 3296 
s t r e n g t h 

* upto 1st July, 1990

4 .5.8 Of course, d u r i n g  the year r ec ru i t m e n t  rules were 
r e l a x e d  to p r ov i de  for direct r e c r u i t m e n t  of teachers to the 
e x t e n t  of 50%. Even this has not been adeq ua te  for the purpo se  
of a c h i e v i n g  full s t r e n g t h  of t e a c h i n g  and n on -t e a c h i n g  staff. 
R i g h t  now, a p r o p o s a l  is under c o n s i d e r a t i o n  for di rect 
r e c r u i t m e n t  of t e a c hi ng  staff upto 7 5 %  and n o n- t ea ch in g staff 
u p t o  15%.

4.5.9 This is a s cheme about w h i c h  there have been sharp 
d i f f e r e n c e s  amongst the Committee memibers as well as those who 
r e s p o n d e d  to the P e r s p e c t i v e  Paper c i r c u l a t e d  by the Committee in 
r e g a r d  to the j u s t i f i c a t i o n  for its c on ti n u a n c e .  Those members 
of the C o m m it te e  who h a v e  commented a d v e r s e l y  on the scheme 
have had the following points to make:

(i) The Scheme itself is ver y  c ostly - with high
capital expenditure and high per student 
expenditure; g overnment support for this high cost 
e d u c a t i o n  for a s e l e c t e d  few, while lakhs of 
ch il dr en  are denied t h e i r  legitim a te  claims for 
p r o v i s i o n  of m o d e r a t e l y  good education is 
d i s c r i m i n a t o r y  and i nc o ns i s t e n t  with the 
p r i n c i p l e s  for which a de mo cr a t i c  republic 
c o m m i t t e d  to equity and social justice stands.

(ii) The Sc heme caters only to a m i c r o s c o p i c  min or it y
of the total school p o p u l a t i o n .

(iii) It is an exclusive s y s t e m  in co nsistent with the
l o n g - c h e r i s h e d  common school sy stem of public 
e d u c a t i o n .

(iv) A m at te r for i n v e s t i g a t i o n  is whet he r m ajority of
those w h o  have r e ceived a d m i s s i o n  in the Navodaya 
V i d y a l a y a s  do really come from families of 
ag ri cu l t u r a l  works, share-croppers, rural 
artisans, the poor, m a r g i n a l  farmers etc.

(v) T e a c h i n g  of Science t h r o u g h  English and Social
Sciences through Hindi is p e d a g o g i c a l l y  unsound.
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(vi) The opera ti on al  design of N a v od ay a Vidyalayas
fail to fulfil the origional polic y mandate of
NPE in the light of the points made below:-

a) It is true that 'children with special talent 
or aptitude should be provided opportunities 
to proc ee d  at a faster pace, by maki ng  
q u a l it y ed uc ation available to them'. 
Howevr, in oper at io na l terms, it does not 
n e c e s s a r i l y  mean that such c hildren need be 
s ep ar at ed  from the rest in special 
r es id e n t i a l  schools in order to be nurtured.

b) T he re  can be vary in g percep ti on s of what 
c o ns ti tu te s  'special talent or a p t i t u d e’.* 
A c c o r d i n g  to POA, this would mean 
'potentially high achievers' w ho are to be 
id en ti f i e d  on the basis of an entrance test 
d e s i g n e d  and ex ec ut ed  by N P E R C . This 
d e f i n i t i o n  of 'special talent or a p t i t u d e’ 
can be q u e s t i o n e d  at various levels. Are 
these tests free of cultural, social and 
class bias? Do these tests evaluate 'special 
talent or aptitude* in all its dimensions
- cognitive, af fective and psycho-motor 
skills? Even within the cognitive domain, do 
these tests evaluate all attributes or are 
these r e s t r i c t e d  to only certain specific 
ones? W ou ld  these tests also identify 
p o t e n t i a l  'special talent or a p t i t u d e’ which 
could not be e x p r e s s e d  due to impoverished 
c o n d i t i o n s  and/or poor quali ty  of school 
ed uc at i o n ?  Clearly, due to these severe 
limitations, such entrance tests cannot be 
a c c e p t e d  as fair tools for identification of 
'special talent or a p t i t u d e’ in a culturally 
d i v e r s e  and s t r a t i f i e d  society like ours.

c) A large m a j o r i t y  of children, if not most of 
them do h av e  'special talent or a p t i t u d e’ in 
one or the other d i me ns i on s of life ranging 
from a c a d e m i c  d i s c i p l i n e s  to co-curricular 
and s o c i o - c u l t u r a l  spheres. In view of this, 
the n a r r o w  and r e s t r i c t i v e  defini ti on  adopted 
by the N V  Scheme does not appear to be fair 
to most of the rural children, particularly 
the SCs/STs. An avera g e NV selects only 80 
c h i l d r e n  per year for ad m ission from a whole

T here is a q u e s t i o n  of e q u i t y  and social justice involved in 
this since a m a j o r i t y  of rural c h i l d r e n  grow under the 
constraint of i m p o v e r i s h e d  c o nd it io ns  and poor schooling 
w h ic h limit the d e v e l o p m e n t  of talent, aptitude or merit.
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(vii)

district. This a p p r o a c h  would exclude a vast 
p o t e n t i a l  of t a l e n t e d  rural children in 
d i f f e r e n t  walks of life from special 
n u r t u r i n g  they deserve. The dama ging 
c o n s e q u e n c e  of tlhis exclusi on on the full 
e x p r e s s i o n  of n a t i o n a l  po tential for 
e x c e l l e n c e  need not be over-emphasised. Thus 
the p o l i c y  d i r e c t i v e  of servicing the 
o b j e c t i v e  of e x c e l l e n c e  coupled with equity 
and social justice is not fulfilled.

d) S e c t i o n  5.15 of N P E  refers to 'pace-setting 
schools' that a re e s ta bl is h ed  to nurture 
'special talent or aptitude* in various parts 
of the country. What is a 'pace-setting 
s c h o o l’? Section 5.15 pro vi de s  an answer. 
It says these schools are to become 
'catalysts of a n a t i o n - w i d e  pr og ra m me  of 
school i m p r o v e m e n t’.

e) What do we u n d e r s t a n d  by p ac e- s e t t i n g ?  Pace- 
s e t t i n g  is a p r o c e s s  of setting a faster pace 
among those who ar e r e l a t i v e l y  equal. The 
N a v o d a y a  V i d y a l a y a ,  with its huge 
i n f r a s t r u c t u r e  and an e x pe nd it ur e of over 
R s . 9 , 0 0 0  per s t u d e n t  per year, ob viously 
cannot be c o n s i d e r e d  equal amongst the 
G o v e r n m e n t - r u n  v i l l a g e  schools around it. 
Can it, therefore, p e r f o r m  the role of pace- 
s e tt in g at all? (The field observations 
s h o we d that none of the NVs v i s it ed  were in a 
p o s i t i o n  to p e r f o r m  this role; most of them 
were totally a l i e n a t e d  not onl y from the 
s u r r o u n d i n g  schools bu t from the n e ig hb ou ri n g 
v i l l a g e s  as well.)

A study of 28 N a v o d a y a  V i d y a l a y a s  in the State of 
Gujarat, Ja mm u & Kashmir, M a dh ya  Pradesh, Punjab, 
Ra ja st ha n and UP was c o n d u c t e d  by investigators 
s pe cially e n ga ge d for t h e  purpo se  by Sub-Committee 
I of the Committee. T h i s  study was c on ducted with 
r e ference to rural talent, infrastructure, pace 
s etting roles, staff maitters, exa m in at io ns  and 
c om munity reaction. Thiis study has brought out 
the f o l l ow in g aspects :

* The c o n s t r u c t i o n s  a r e  gener a l l y  very huge and 
of m i x e d  quality; dor mit o r i e s  are often 
inconvenient; s t u d e n t s  tend to feel the 
shortage of space to keep their personal 
belongings; l i b r a r i e s  and laboratories 
facilitie s are i n h i b i t e d  on grounds of space 
l i m i t a t i o n s .
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The percentages of admissions show a d e 
clining trend.

Many children are unhappy and many teachers a 
resentful lot, apart from being of limited 
e x p e r i e n c e ;

Local community has limited awareness of the 
process of admission; awareness about 
admission is pa r ti cularly lacking among the 
tribals; there are also complaints of m a l 
practices in production of cert if i ca te s for 
establishing rural background of the children 
to secure admissions. There are complaints 
of corruption too.

The admission tests are anti-rural and a n t i 
child; nor are the test designs c on ducive to 
selection of talent; the tests are not 
culture-free or training free; success in the 
tests would be dependent upon the special 
coaching provided by the parents of the 
children. Such co aching would be feasible 
only for the compara ti ve ly  p ri vi le ge d  
p a r e n t s .

Seats in the schools are not get ti ng  filled 
fully; often 20% of the seats are vacant; the 
n or m of 30% admission for girls is mostly 
u n f u l f i l l e d .

* A high percentage of children seem to belong 
to middle income groups; they are largely of 
parents who are engaged in individual 
professions; and children of workers 
c o nt ri bu te d  to a c o m p ar at i ve ly  low pe rc e nt ag e 
of admissions; and many schools are not 
s i g n if ic a nt ly  better than normal schools but 
are just of the same quality or even worse.

* C h i ld re n of te n  tend to be w i t h dr aw n and 
a l ienated from the village community; local 
v i ll ag e children are not getting admitted.

* There are situations of conflict between 
school c om munity and the local community.

4.5.10 T hose membe rs  of the C om mi t te e who have responded 
f avourably to the scheme have made the f ol lowing points:

- It will be in appropriate to arrive at a decision 
about the N a v od a ya  Vi dy al a y a s  on grounds of 
p hi lo s o p h i c a l  aversion to elitism.

*

*

*

*
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W h il e some of the s c h o o l s  which were i n v es ti ga te d 
may not be doing well, some others are d o i n g  well 
and those a s so ci a t e d  w i t h  them are en th u s i a s t i c  
about the same.

If the e x i s t i n g  N a v o d a y a  V i d y a l a y a s  are bi ased 
towards the richer s e c t i o n s  of the country side, 
they can be r e m e di ed  w i t h  i n si s t i n g  on a proper 
r e p r e s e n t a t i o n  of u n f a i r  a d m i s s i o n s  of the rich, 
if any.

The a r g u me nt  that the e x i s t e n c e  of residential 
schools for the t a l e n t e d  c h i l d r e n  militates 
against the concept of the n e i g h b o u r h o o d  schools 
is not e n t i r e l y  just. Any s ys te m of residential 
schools will only c o v e r  a small f raction of the 
total population; nor are one or two N avodaya 
V i d y a l a y a s  in a d i s t r i c t  likely to deplete the 
n u m b e r  of t alented s t u d e n t s  in n on - re sidential 
schools; and no great h a r m  will be done if a small 
n u m b e r  of village c h i l d r e n  who do well have the 
o p p o r t u n i t y  to go to g o o d  r e s i d e n t i a l  schools.

W hile the p r i or it y of p r i o r i t i e s  is to broaden the 
pace of educat io n al  p a r a m e t e r s  in terms of 
quality, there is n e e d  for initiatives at 
d i f f e r e n t  levels to i m p r o v e  p r e s e n t  standards of 
e du ca t i o n a l  at tainments . Wi th  p r op er  development 
and fund support, N a v o d a y a  V i d y a l a y a s  can become 
o u t s t a n d i n g  l earning r e s o u r c e  centres.

The N a v o d a y a  V i d y a l a y a s  s h o ul d continue and 
simi la r schools should b e  e s t a b l i s h e d  at least one 
per d i s tr i ct  in the u n c o v e r e d  d i s t r i c t s  of the 
c o u n t r y .

The N a v o d a y a  V i d y a l a y a s  s ho ul d be improved by 
p r o p e r  linkages with DIETs, SCERTs and Dther 
institutions; a c a d e m i c  p r o g r a m m e s  should be 
i n st it u t e d  for both u p d a t i n g  e d u c a t i o n  as well as 
the o n - g o i n g  t raining of i n - s e r v i c e  teac.iers; 
sports, culture, arts and crafts, music, theatre 
etc. should come under the u m b r e l l a  of the future 
N av od a y a  Vidyalayas. If the scheme has not 
p e r f o r m e d  well, it is s i g n i f i c a n t l y  due to 
i nadequ at e p r o v i s i o n  o f  fi na ncial and academic 
r e s o u r c e s .

Nor is it fair to e v a l u a t e  the scheme so shortly 
after its commencement.

With ref er en ce  to the o f f i c i a l  records relating to 
the f o r mu la ti on  of the N a v o d a y a  V i d y a l ay a Scheme, 
the Co m mi tt ee  also took note of the fact that the 
G o v e r n m e n t  d e c i s i o n  to> go ahead with the scheme
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was taken in spite of objections and words of 
caution from eminent educationists and oficial 
experts. These objections were to the effect that 
the principle of n u r t urnig a small number of 
children on high per capita cost would not be 
appropriate; that entrance tests were not capable 
of being d e s ign ed in a class - neutral or culture- 
free way and the selection  system itself was 
likely to discri m i n a t e  against the children from 
un d e r - p rivileg ed backgrounds. Further the
Committee also took note of the fact that three 
major States, Assam, Tamil Nadu and West Bengal 
had d e c lined to accept the scheme on the following 
g r o u n d s :

i) The scheme with its heavy per capita expenditure and 
coverage of a small number of children was too 
'elitist' to be accepted.

ii) The insistence in the scheme to switch over after Class 
VIII from the r e s p e c t i v e  State language to English for 
Science, and Hindi for Social Sciences was not 
acceptable on e d ucati onal grounds as it would have an 
adverse impact on the d e v e l o p m e n t  of the students.

iii) Being a C e n t r a l l y  Sp onsored Scheme it entered an arena 
which l e gitim ately b e l o n g e d  to the States.

Recommendations

The Committee, h a v i n g  co nsid e r e d  the strong views expressed 
by the members for and against the Navodaya Vidyalaya Scheme 
and after taking into account all aspects of the scheme in 
terms of the concept, philosophy, design, its implementation 
and future, r e c o m m e n d s  that the G overnme nt may decide from 
out of the following three alternatives:

(i) NO F U RTHER N A V O D A Y A  V I D Y A L A Y A  NEED BE OPENED. The
existing 261 N a v o d a y a  Vidyalayas may be 
r e str uctured and conti n u e d  with provision of 
adequate r e s o u r c e s . The scheme may also be 
reviewed at the end of 1992-93. The terms of 
reference for this r e v i e w  may be -

- W h e t h e r  the object i v e s  for which the scheme 
was e s t a b l i s h e d  have been achieved - in terms 
of n u r t u r i n g  of talents, reservations for the 
SCs/STs, girls, re pres e n t a t i o n  for rural 
children, pace s e tt ing functions and national 
i n t e g r a t i o n  through  m i g r a t i o n  of children.
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If the objectives  have not been achieved what 
are the reasons for the same?

R e s t r u c t u r i n g , 
refer e n c e  to :

if any, of the scheme with

(ii)

* r e d e f i n i t i o n  of the concept of special 
talent or a p t i t u d e  such that the selection 
takes into a c c o u n t  the entire cognitive and 
af f e c t i v e  d o m a i n  as well as the p s y c h o 
motor skills;

* b r o a d e n i n g  the process and canvas of 
se l e c t i o n  with a view to make prov ision for 
the vast p o t e n t i a l  of talent in different 
at t r i b u t e s  of life that exists among rural 
children, but is not identifiable by 
c o n v e n t i o n a l  a c a d e m i c  tools;

* c h a n g i n g  the p r e s e n t  life style and value 
o r i e n t a t i o n  of the Navodaya Vidyalayas such 
that the a l i e n a t i o n  of the campuses from 
rural life, p a r t i c u l a r l y  that of the u n d e r 
p r i v i l e g e d  sections, is guarded against.

All the e x i s t i n g  261 Navodaya Vidya layas may be 
transferred to the S t a t e  Sector for the States to 
run them as r e s i d e n t i a l  centres on the Andhra 
Pradesh model.

(iii) The N a v o d a y a  V i d y a l a y a  scheme may be transformed 
into a N a v o d a y a  V i d y a l a y a  programme of broad based 
talent n u r t u r i n g  and pace- setting. (A day-school 
each under the C o m m o n  School system can function 
in the p r e mises of the Navodaya V i d y a l a y a s ) .

I m pli cations of the three altern a t i v e s  

First alternative

4.5.11 R estru c t u r i n g  is to be on t h e  following basis -

(a) At present no income limit is prescrib ed to ensure that 
admissions are c o n fined  to studen ts from economically 
weaker sections. The e x i s t i n g  pattern of admissions 
shows that 31.5% of the -children admitted in the 
Navodya Vidyalayas are of p a r e n t s  engaged in private or 
public services. So, an a p p r o p r i a t e  income limit may 
be fixed for the purpose o f  permi tting students for 
admission so that the benefi<ciaries are from the really 
deserving e c o n o m i c a l l y  w e a k e r  sections.
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The existing Vidyalayas in the respective States may 
p r ovi de for admission of students from districts where 
N a v o d a y a  Vidyalayas have not so far been established. 
This will facilitate draft of students into the 
N a v o d a y a  Vidyalayas from a much larger geographical 
area and from a much larger social base. In this 
context, the following Table inay be seen which gives 
particulars of coverage of districts in the respective 
States by Navodaya Vidyalayas.



Table 1_4.

N U MB ER  OF D I S T R I C T S  COVE RE D AND P ER C EN TA GE  C O V E R A G E  OF
N A V O D A Y A  V I DYALAYA

S I , 
No.

Name of the Sta te /U T Total 
N o . o f 
districts

No . of
di st ricts
covered

Percen
Of COV'

1. A n dh ra  Pradesh 23 20 87%

2. Ar unachal Pradesh 11 5 45%

3. Bihar 39 24 61%

4. Goa 2 2 100%
5. Gujarat 19 7 37%

6. Haryana 12 9 75%
7 . H imachal Pradesh 12 8 66%
8 . Jammu & Kashmir 14 14 100%
9. Kerala 14 10 71%

10. Karnataka 20 18 9 )%
11. M a dhya Pradesh 45 28 62%
12. M a ha ra s h t r a 30 19 63%
13. Manipur 8 7 88%
14. Me g ha la ya 5 3 60%
15. M i z o r a m 3 2 66%
16. O rissa 13 12 92%
17. Punjab 12 7 76%
18. Ra ja st ha n 27 21 74%
19. Sikkim 4 1 25%
20. N a g a la nd 7 1 14%
21. Tripura 4 1 75%
22. Uttar Pradesh 62 30 48%
23. A n da ma n  & Nicob a r 2 2 100%
24. Chandi ga rh 1 1 100%
25. Dadra & N ag ar  Haveli 1 1 100%
26. Daman & Diu 2 2 100%
27. Delhi 3 1 33%
28. L a ks h ad we ep 1 1 100%
29. P on di ch er r y 4 4 100%

Total 454 261 65%*

No doubt, additional area c overage by e x i s t in g Navodaya 
Vi dy al a y a s  may vary from State to State as per this 
proposal, consequent on the exi st in g  coverage itself 
being quite uneven. But this cannot be helped in the 
c i r c u m s t a n c e s .

(c) Full freedom should be given to the Samiti for 
re cr ui ti ng  100% of its teaching and n o n- te ac hi n g staff 
on direct recruitment basis beca us e experience has 
shown that de pu tationists are reluctant to join the
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service of the NVS. (All along Government have been 
advising the NVS not to go in for direct recruitment. 
This is es sentially a function on which the Samiti is 
to decide and it is not appropriate for the Government 
to make stipulations in this regard as it inhibits the 
academic fre ed om  of the Samiti).

(d) The Vidyalayas are to be used as Learning Resource 
Centres for the entire district - for children and 
teachers alike.

S e co nd  a l t e r native

4 . 5.12 The second a lternative refers to the residential 
s choo ls  run by the Andhr a Pradesh Residential Education Society 
(APRES). In these schools, fees are charged at rates 
p r o g r e s s i v e l y  p r o p or t io na te  to the income of the parents of the 
children, no fee being char ge d on students of parents with income 
of R s. 12 , 0 0 0 / -  or less per annum. In these schools, there is 
also no stipulation for mi gr at i on  of students as under the 
c u r r e n t l y  implemented NV Scheme.

T hird alte rn at iv e

4.5.13 A two-pronged s trategy for this purpose is suggested 
b e l o w :

For Talent D ev elopment

* O rg an i s e  frequent collective activities (work- 
c a m p s / w o r k s h o p s / b a l  m el as /quizes etc.) for c hi ld r e n  of 
di ff er en t age group s from all over the d i s tr ic t cn 
specific themes ranging from academic d i sc ip li ne s and 
co- cu rr ic ul ar  activi ti es  to socio-cultural sphere and 
sports coaching. Some examples of possible themes are 
p r o b l e m  solving in physics, creative writing, folk 
singing, gynmastics, swimming, toy ma king and so on. 
These inter-ac ti on s  among children from different 
schools should go on throughout the year, b e i n g  open to 
b atches of children. Priority attention should be 
g i ve n for n u r t u r i n g  talent among girls and chi ld r en  of 
SC/ST and o th er  edu ca t io na ll y ba ckward communities. 
The Educational C o mp le x would encourage ch ildren in its 
area with d i f f e r e n t  talents and aptitudes to opt for 
any of these activities. The re sp on s i b i l i t y  for the 
d i s t r ic t -w id e p r o g r a m m e  m a y  be given to DIETs wh ic h  may 
use the p hysical facilities of the Na vodaya Vidyalaya 
campus if one exist s  in the district. Re s ou rc e persons 
for this may be drawn from anywhere, including the 
school staff and the local villages. Financial support 
for o r ga ni si ng  such a ctivities would be required, 
basides of c o u r s e  i nf ormation on themes and resource 
persons for w h i c h  S C ER T could act as a cons ul ta ti on  
agen cy  through the DIETs. The DIETs, in cons u lt at io n 
w it h the E d uc at i o n a l  Co mplexes and SCERTs, should plan
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for ways for further n u r t uring of talents among those 
children who show e xcellenc e in the d i s t r i c t - l e v e l  
p r o g r a m m e . Special arrang ements should be made to send 
such children to leading institutions in their 
respective fields within or outside the district. A 
particular feature of the p rogramme would be to w e l c o m e  
even school drop-outs and those children who never went 
to school with a view to broa den the social base for 
talent i d e n t ifica tion and nu rtu r i n g  the entire h uman 
potential to its maximum.

R e-organise  the teacher training progr a m m e s  with a vie w 
to equipping the teachers with an u n d e r s t a n d i n g  of how 
to identify and nurture children with special talent or 
aptitude within the same classroom. A special emphasis 
would need to be given to enable talented children to 
d e v e l o p  at a faster pace in both s cholastic  and n o n 
scholastic d o m a ins in every classroom in ways that 
encourage n o n - c o m p e t i t i v e  environment.

For p a ce -s et t in g -

* An average school at each stage of e du cation (Primary, 
Middle, Higher Secondary) may be selected in each 
Educational C o m p l e x  with a view to i ni ti at in g  a process 
of innovation and e xp er i m e n t a t i o n  coupled with q u al it y 
improvement. The p a c e - s e t t i n g  activities would also 
focus on i nn ov a t i n g  and e x p e r i m e n t i n g  with the 
strategies of 'non-formalization' and 'reaching o u t ’ in 
the context of UEE. The p r in ci pl e of re pl ic a b i l i t y  
should inform all aspects of this programme.

* In order to sup po rt  the above p a c e - s e t t i n g  activities, 
one r el at iv el y  bette r equipped High School in each 
E du cational C o m p l e x  may be s e lected as a 'lead s c h o o l’ 
as was also e n v i sa ge d by the E d u c a t i o n  Commission 
(1964-66). This 'lead school', with some additional 
facilities and r e - o r i e n t a t i o n  of its teachers, would 
act as a re source i ns titution for the pa ce -setting 
processes g oing on in the schools of the Complexes. 
For this additional responsibility, the 'lead s c h o o l’ 
would be p r o v i de d wi th  extra r esource persons and 
administrative assistance. The 'lead school' may also 
facilitate c o m m u n i c a t i o n  betw ee n the p ac e- setting 
schools of the C o m p l e x  and DIETs.

Ei ghth Plan requirements X  iLt current level

4.6.0 Full funds r e q u i r e d  for c o ns t ru ct in g the Navodaya
V i d y a l a y a  complexes for all the 261 schools and r u n ni n g them have 
to be m a d e  available d u r i n g  the Eighth Five Year Plan period. 
R e q u i r e m e n t  of funds pr oj e c t e d  by the Director, NVS and presented 
before the Committee is ex h ib i t e d  in the following Table:
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Table 15. .
Y E A R - W I S E  RE QUIREMENT OF FUNDS DU RING VIII PLAN PERIOD

(for existing 261 Vidyalayas)

(Rupees in crores)

SI . 
No.

Item of 
Expen d i t u r e

1990-91 1991-92 1992-93 1993-94 1994-95 Total

1 . Re c u r r i n g 70 . 99 87 . 02 101.69 110.38 113 . 00 483.08

2 . N o n - R e c u r r i n g 8 . 94 8 .95 10. 11 9.12 8.44 45.56

3 . Capital Works 95.00 90.00 90.00 90.00 90 .00 455.00

Total 174.93 185.97 201 .80 209.50 211.44 983.64
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The Director, NVS on being re quested to let know whether further 
cost r e d u ct io n  in the p ro vi s i o n  of in f ra st ru ct ur e  facilities for 
the N a v o d a y a  V i d y a l a y a s  is feasible, has repo rt ed  that it is 
feasible p r o v i d e d  the space r e q ui re m en ts  for each complex are 
r educed and certain design m o d i f i c a t i o n s  are made. He has al so  
q ua nt i f i e d  the physical and financial r e q u ir em en ts  on the scaled- 
down basis as per the following Table:



Table 16

Ksti»ate of fund reouireients for lavodava School 
buildings as per scaled do»n nons proposed

Area (in square letres)
Unit Cost (in Rupees)
Total cost (Rupees in lakhs)

ZERO PHASE 
(Fart of I phase)

I PHASE II PHASE TOTAL AREA

Original Revision Original Revision Original Revision Original Revision
proposed proposed proposed proposed

Area 1768 >2 1425 i2 6474 >2 5290 i2 4882 i2 3510 i2 11360 i2 8800 i2
Unit Cost R s.2035 Rs.1825 Rs.2035 Rs.1825 Rs.2025 Rs.1825 Rs.2025 Rs.1825
Total Cost Rs.35.8 Rs.26.00 lakhs Rs.131.0 Rs.96.5 lakhs Rs.98.0 Rs.64.5 lakhs Rs.229.0 Rs.ISl lakhs

(Rs. is crores)
(i) For taking up phase I & II construction in respect of 61 schools for ihich no building

work has been taken up so far • Rs.161.00 lakhs per school. 98.21
(ii) For coipleting 130 phase II buildings • Rs. 64 . 50 lakhs per school 83.85
(iii) For coipleting phase I 4 II construction in respect of 70 schools where zero phase

construction has already been taken up < Rs.125.20 lakhs per school 87.64
(iv) Add funds required during 1990-91 for works already on hand 80.00

Total.. 349.80*

* This estiaate does not include cost escalations or agency changes; anticipated cost 
escalation is 301; and agency change is 101.
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CHAPTER 5

EARLY CHILDHOOD CARE AND EDUCATION

The Rationale

5.1.1 The activities which foster and promote the all-round 
balanced development of the child in the age group of 0-6 years 
in all dimensions - physical, mental, social, emotional and 
moral - have been collectively described in NPE 1986 as Early 
Childhood Care and Education (ECCE). Both these components, care 
and education, are essential, since either by itself is 
inadequate. In this sense of a means to promote balanced human 
development, ECCE is the birthright of every child.
5.1.2 The Constitution, in Article 45, lays down, as a 
directive principle that every child up to the age of 14̂  shall 
receive free and compulsory education. Articles 39 f, 46 and 47 
respectively lend further support to this Constitutional 
directive. The founding fathers of the Constitution clearly 
intended to ensure that every child, irrespective of social or 
economic status of his/her parents, received care and education 
from birth up to the age of 14 years. This goal was to have been 
achieved 'within a period of ten years from the commencement of 
this Constitution' (Article 45)! But all along this directive 
has been interpreted narrowly as applicable only to the education 
of rchildren from the age of five or six upwards. It is, however, 
never too late to acknowledge that, since care and education must 
begin at birth, ECCE is part of the provision originally 
envisaged under the Constitution for the development of 'all 
children until they complete the age of fourteen years.
5.1.3 ECCE is also of immense significance from two other 
standpoints - universalisation of elementary education and 
equality of opportunity for women. ECCE is linked both directly 
and indirectly to universalisation of elementary education. 
Directly, it helps to prepare the young child for school. 
Further, its child-centered approach and playway and other non- 
formal methods can help t£ prepare the school to receive 
children. Indirectly, yet powerfully ECCE, particularly for 
infants in the age-group of 0-3 years, can enable girls, enagaged 
in taking care of younger siblings, to attend school. Since 
older girls' involvement in child care is one of the major 
reasons for their non-attendance, child care services, in close 
proximity to and co-ordination with school, offer an 
effective strategy for the enrolment and retention of girls in 
primary schools.
5.1.4 ECCE is equally vital in promoting women's opportunities 
for participation in work, education and social development. 
Since child care forms the major portion of the 'triple burden'
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borne by crores of poor women (i.e. as workers, homemakers and 
mothers), child care services would be significant in redressing 
this inequity and in promoting women’s development. ECCE, 
therefore, is a cross-sectoral programme addressing the inter
secting needs of women, children and girls.
5.1.5 The Education Commission (1964-66), clearly recognised 
the significance of pre-primary education in child development 
and of its critical link with enrolment, retention and learning 
outcome in primary schools. Yet, the National Policy on 
Education (1968), despite its concern for ’early fulfilment of 
the Directive Principle of Article 45' and for reducing the 
'prevailing wastage and stagnation in schools', preferred to 
ignore the Commission's recommendations on pre-primary 
education. Years later, presumably as a consequence of the 
National Policy for Children (1974), the Fifth Five Year Plan 
made a beginning by formulating a comprehensive project in the 
form of the Integrated Child Development Services (ICDS) for the 
under-privileged and educationally backward sections of society.
5.1.6 Although ICDS made rapid strides in the late seventies 
and early eighties, the Government's commitment towards 
universalisation of early childhood education remained ambiguous, 
as there was still no clear policy declaration. It is for this 
reason that the NPE 1986 is a historic document in that it boldly 
recognises the importance of ECCE and lays down the 'holistic' 
principles on which the programme is to be developed. The policy 
declaration views ECCE as an essential component in children's 
develoment and as a support service for universalisation of 
elementary education and women's development. However, the NPE 
does not refer to the Constitutional imperative to provide ECCE 
to all children.

Recommendation
The scope of the Constitutional directive (Article 45) of 
providing, within a specified time-frame, free and compulsory 
education for 'all children until they complete the age of 
fourteen years', should be enlarged to include ECCE.

Operational Design - & Fragmented Approach
5.2.0 The PCA does not reflect an adequate appreciation of the 
inter-linked and inter-dependent roles of ECCE in other 
dimensions and stages of education. Although the role of ECCE in 
universalisation of elementary education and women's development 
has been recognised, the operational implications of the policy 
are spelt out, only in the chapter on ECCE. For instance, the 
role of ECCE in offering strategies needed to make schools better 
prepared to receive children is neither acknowledged nor spelt
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Recommendation
Since ECCE is a cross-sectoral programme, addressing the inter
secting needs of children, women and girls, ECCE as a component 
should receive due attention in all dimensions and stages of 
education, such as women's education, education of Scheduled 
Castes and Tribes, elementary education, vocational education, 
content and process, teacher training, higher education etc.

The Gap Between Need and Provision
5.3.0 It is estimated that children below six number about 14
crores (17% of the population). Of these, it may be 
conservatively estimated that about 5.6 crores (40% of the target 
age group) fall below the poverty line whose very survival and 
development are threatened by neglect and lack of essential child 
care services. And there are many more above the poverty line 
whose need for ECCE is only a little less acute. Yet, the recent 
estimates, (see Table 1) indicate that 1.43 crore children in 
the 0-6 age-group, i.e. only 10% of the target group or one- 
fourth of the vulnerable segment, receive some elements of child 
care services. Only some of these may receive an integrated 
package including health care, nutrition and early childhood 
education, and very few receive day care. While most of those 
receiving some services fall in the age-group of 3-6 years, 
it is the children in the age-group of 0-3 years who may need 
more attention, in the context of girls' education and working 
women's needs. Table 2 shows that only about 15% of the children 
in the 3-6 age-group receive pre-school education. This is thus 
the extent of the gap between the need and the provision, though 
the POA's target of establishing a minimum of 2.5 lakh centres by 
1990 has been crossed.

Recommendation
ECCE should be included in the Minimum Needs Programme.
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5.4.1 With the exception of the expansion of ICDS and other 
schemes, as envisaged in the Seventh Plan well before the 
inception of NPE, implementation of the ECCE Chapter in the POA 
has hardly begun. The obvious financial constraint is not , 
however, the main reason for non-implementation, which appears to 
be more a consequence of fragmentation responsibility between two 
Departments of the Union Government. While the NPE and POA were 
conceptualised and developed by the Department of Education in 
the Ministry of HRD, the responsibility for actual implementation 
of the ECCE programmes in the POA has been transferred to the 
Department of Women and Child Development in the same Ministry 
(or the Dept. of Social Welfare at the State level). The 
internalisation of policy directives and their ti'anslation into 
action is apparently taking a considerable time, as several 
actions have not yet begun. For example, no steps have yet been 
taken to convert a certain percentage of ICDS Anganwadis into 
day-care centres (cf. POA - Chapter 1, Para 9(a)). Likewise, 
there is lack of either awareness or interest in implementing 
certain important measures/strategies recommended in the POA, 
such as reaching out to specific under-privileged or unserved 
groups (Para 7), teacher education, personnel training and 
accreditation (Para 11), or experimentation with and 
encouragement of alternative models of early childhood education 
and day-care centres (Para 10).

05.4.2 Besides implementation of the schemes, the Department of 
Women and Child Development is expected to play the role of the 
nodal Department as regards ECCE - stimulating, co-ordinating and 
monitoring the efforts of other Departments and agencies, such as 
Labour, Tribal Welfare, Agriculture, Works and Housing, 
Irrigation, Rural Development, Forest, etc., which are likely to 
be increasingly involved in programme implementation in ECCE, as 
they employ women in large numbers. There is no demonstrable 
evidence that ^his role has so far been performed, though the 
nodal role is clearly implied in the strategies suggested in POA.
5.4.3 Even greater is the need for close co-ordination 
between the Department of Women and Child Development (and its 
counterparts in the States) on the one hand and the Departments 
of Education, on the other, both in the Centre and the 
States/UTs. The Review Committee found little evidence of this 
co-ordination.
5.4.4 While the decision to trnasfer the responsibility for 
implementing ECCE to the Department of Women and Child 
Development may have a valid and pragmatic basis, the Department 
of Education cannot give up its basic responsibility for early 
childhood education under Article 45. One major justification 
for the Department of Education to continue to be concerned about 
ECCE is its linkage with universalisation of elementary education 
and the possibility of ECCE's positive impact on primary school's 
learning environment. The Department of Education also has a 
responsibility for teacher education including for ECCE workers.

Implementation - Divided Responsibility
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Recommendations
i) The Department of Women and Child Development in the 

Ministry of HRD at the Centre (and the Departments of Social 
Welfare in the States) should be held accountable for the 
implementation of ECCE in all aspects of its operational 
design, as recommended in the POA.

ii) This Department must also accept the nodal role of 
stimulating, co-ordinating and monitoring the ECCE work 
undertaken by other agencies/departments, such as Labour, 
Works & Housing, Tribal Welfare, Agriculture, Irrigation, 
Rural Development, Forest etc.

iii) The Department of Women and Child Development (and its 
counterparts in the States) should seek the setting up of an 
Inter-Ministerial Committee (and its equivalent in the 
States), comprising of representatives of the Departments of 
Labour, Health and Education to assist it in planning, co
ordinating and monitoring the ECCE programmes.

iv) At the same time, the Department of Education cannot, under 
Article 45, give up its basic responsibility for the 
education of children from birth to six years, and must 
ensure that this continuing concern is reflected in action 
in all dimensions and stages of education

Strategies and Models
5.5.1 ECCE need not be narrowly understood as an institutional 
programme confined to the four walls of a classroom or the 
framework of a centrally worked out scheme, such as ICDS. It 
could be in the home or in the community, family-based or 
institution-based, linked to school or linked to farms, factories 
or construction sites, State-funded, employer-funded or parent- 
funded or any mix of these, half-day or full-day, according to 
the needs and resources of each community. There is scope for 
immense variety in strategies, models and structures, responding 
to the vast diversity and complexity of our pluralistic society. 
For example, ECCE for infants (below three) must preferably be 
home-based, small-scale and attuned to the specific socio
cultural or geographical settings, and to women's work-styles and 
timings.
5.5.2 It is reported that not all children in a given 
habitation, not even from the vulnerable sections, respond to an 
Anganwadi; on an average one-fourth may not be covered. A recent 
study revealed that, while 80% of the organisations operating 
Early Childhood Education (ECE) Centres reported an average 
attendance of over 60%, 20% of the organisations had an 
attendance range of 41-60%. It is expected that this limitation
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of access or coverage could be broken by incorporating the 
principle of diversity and flexibility in ECCE. This would be 
especially true in the case of specific under-privileged 
communities listed in Para 7 of POA for priority action. For 
instance, mobile day-care units are needed for migrant and 
shifting workers to be run by a voluntary organisation/workers' 
cooperative, but funded by the employer. This principle of 
diversity and flexibility in ECCE, essential for widening 
coverage and improving retention, has not found a place in NPE 
1986 .
5.5.3 However, the POA does make a provision for alternative 
strategies and models, though this still falls far short of the 
concept of a pluralistic approach. In practice, there is little 
evidence that measures were taken to promote even this limited 
diversity and flexibility. Indeed, the centrally-planned and 
centrally-managed character of ICDS itself discourages and even 
suppresses experimentation and innovation.
5.5.4 An important omission in POA is with regard to Statutory 
Creches and Day Care Centres for both the organised and 
unorganised sectors, as recommended by the Shram Shakti Report 
and several women's groups.

Recommendations
i) The principles of diversity, flexibility and decentralised 

funding and management must be incorporated into the policy 
framework, with a view to widen coverage and improve 
retention, especially with reference to remote habitations 
and most underprivileged or migrant communities.

ii) These principxes must be reflected in the operational design 
for developing a country-wide network of ECCE programmes, 
linking a rich diversity of models and strategies-

iii) Provision should be made for Statutory Creches and Day Care 
Centres for both the organised and unorganised sectors and 
for strict implementation of all labour laws dealing with 
child care services. These laws should also be reviewed to 
facilitate easier implementation.

iv) Wherever possible, ECCE centres should be linked physically 
as well as programmatically with the primary school.

ICDS - & Monolithic Model
5.6.1 The NPE emphasises ICDS, a Centrally Sponsored Scheme,
as the major vehicle for the achievement of ECCE’s goals and POA 
views ICDS as a monolithic model. Expectedly, a recent study of 
child care services in seven States shows that the rigid and top 
heavy ICDS programme is weak in content and quality, costly,
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limited in access and is often poorly implemented, thereby 
succeeding only partially to address the needs of women and girls 
However, within ICDS, in principle, there is scope for a 
wide variety of models and flexibility of approaches to the vast 
diversity and complexity of situations it is required to respond 
to. ICDS should function in a decentralised and localised 
manner, encouraging local women groups to develop models and 
structures suited to their needs. The ICDS' chief role should 
eventually be to offer support through essential funding (may be, 
on a per child basis), conditional on minimum programme, 
training, professional guidance, extension, co-ordination with 
other agencies etc. Such an approach will not only ensure 
community involvement and minimise costs by building up on 
existing foundations and indigenous socio-cultural forms, but 
in the long run is the only way of ensuring widest possible 
access to the most vulnerable groups such as those listed in POA 
(Para 7).
5.6.2 As far as infants in the 0-3 age group are concerned,
only such a participatory process that elicits mothers' 
involvement and responds to their needs, can succeed. Yet no 
time-bound steps have been spelt out in the POA or elsewhere to 
move in this direction. The uniform monolithic model of ICDS, 
applicable across the country, continues to hold sway.

Recommendation
In order to broaden access and improve quality, ICDS should move 
in the direction of becoming a participatory network of 
decentralised ECCE centres managed by local groups, preferably 
poor women’s groups, under the umbrella of Panchayati Raj 
institutions, with the Government providing support through 
essential funding (may be, on a per child basis), training, 
monitoring and guidance.

Other Models and Strategies
5.7.1 The POA identifies several models and strategies other 
than ICDS (Para 2). These ongoing programmes either attempt to 
be holistic or are single-dimensional (feeding, education etc.). 
Steps necessary to upgrade and strengthen all programmes towards 
a holistic approach have been worked out (Para 9), but no 
provision has been made for its promotion.
5.7.2 Some alternative models for small-scale experimentation 
have been described in POA and more could be worked out. But no 
provision has been made to promote these. Such efforts should 
be supported (see Box). Some of these models, such as NCERT's 
home-based model in Orissa, were launched well before NPE and 
continue at their original locations and level of operation.
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A successful small-scale effort is the pre
schools run for the children of the palmyra- 
tappers of Kanya Kumari District in Tamil Nadu by 
a voluntary agency in response to the expressed 
need of the community. This is a school- 
preparation class which is helping in the 
enrolment, retention, peformance at school and 
self-confidence of these children of an oppressed 
group.

5.7.3 A number of underprivileged communities have been 
described in POA (Para 7) and more could be identified for 
special attention, but again no provision has been made for 
priority action for this purpose.
5.7.4 The POA talks in Para 12 of the need for media support 
for conveying messages to parents and community, for training of 
personnel and for stimulating programmes for children. There is, 
however, no information about the steps taken in this direction 
so far, except about some sporadic micro-level experiments.

Recommendation
Concrete provisions should be made in financial and programmatic 
terms for decentralised and community-based implementation of the 
various models and strategies mentioned in POA, such as -

i) Strengthening and upgrading all existing models,
ii) Promoting innovative and experimental models,

iii) Developing special programmes for specific
underprivileged or migrant communities and for remote 
habitations, and

iv) Developing and promoting media support on a massive 
scale (as is being done at present for the adult 
literacy campaign) for generating public awareness and 
understanding regarding issue relating to care and 
education of children in the 0-6 age group.
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Content and Ouali tv
5.8.1 Recognising the holistic nature of child development, 
NPE rightly places emphasis on the comprehensive and integrated 
nature of ECCE. Its emphasis on a child-centred approach m d  on 
the primacy of play and activity as the core of curriculum, 
while also discouraging the early introduction of formal 
teaching methods and 3 R's, is specially welcome. It is, 
however, necessary to clarify that this special focus on 
individuality of the child is to be viewed as a means to battle 
against the prevailing pattern of conformity, uniformity and the 
authoritarian attitudes and relationships between adults and 
children, and is not intended to dilute the social, collective 
and co-operative dimension of child development. Further, neither 
the Policy nor the POA speaks about the need to translate basic 
curriculum principles into localised content appropriate to 
varying social, physical and cultural environments. In this 
regard the role of lullabies and word plays needs to be 
emphasised. In this regard the role of lullabies and word plays 
needs to be emphasised.
5.8.2 While the POA is unambiguous in cautioning against the 
dangers of using formal methods of teaching and early 
introduction of the 3 R's, no strategies for achieving this 
objective seem to have been worked out.
5.8.3 Since the development of children proceeds through 
interaction with adults and amongst themselves the quality of 
EC:E is critically dependent on the quality of adult-child 
interaction, which in turn is intimately affected by factors 
like adult-child ratio, training, and the mental and social 
attitudes of the concerned adult. The link of the adult worker's 
response with wages, working conditions, job satisfaction, 
motivation, social status and recognition will be taken up in the 
next section.
5.8.4 Because of the nature of childhood, the adult-child 
ratio, which is so vital for development, has to be quite 
different from that in higher stages of education. For infants 
in the age group of 0-3 years, a ratio of one to three to five 
may be acceptable (in affluent countries this is as low as one to 
two, while even a very poor developing country like Vietnam lays 
down and maintains a ratio of one to seven). For children 
between three and six, a ratio of one to fifteen is ideal, but up 
to twenty-five may be accepted. While recognising the crucial 
importance of adult-child ratio, the POA in Para 5 shies away 
from laying down desirable ratios, and there is no indication 
that any steps have been taken to improve the prevailing ratios, 
which tend to be fairly high in many cases. Acceptable adult- 
child ratios for different age-groups and for different models 
(e.g. family day-care would have different standards) must be 
suggested as goals.
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Recommendations

i) The basic principles of curriculum and content of ECCE 
should be translated into localised content.

ii) Effective field strategies, buttressed by a systematic media 
campaign (as is going on at present for adult- literacy), 
need to be urgently implemented in order to discourage 
formal teaching methods and early introduction of 3 R's in 
ECCE programmes, both in the private and the Government 
sectors.

iii) Appropriate and acceptable ratios of adults to children in 
ECCE programmes for different age-groups and models should 
be worked out as guidelines for agencies implementing ECCE 
and adequate provision be made to proportionately augment 
the staff of the centres.

Personnel and Training
5.9.1 The NPE is silent on the entire subject of training for 
ECCE and on the status of the child care worker. The skilled 
nature of ECCE work must be accorded its due social status in the 
policy framework itself. The POA, however, does recognise the 
links between motivation, wages and job satisfaction and 
unequivocally accepts both the long-term goal of bringing full
time child care workers on par with primary teachers, and the 
short-term goal of raising their emoluments above the minimum 
wages earned by unskilled workers (Para 6). However, there are 
no indications that concrete steps have been initiated towards 
this end; while the Anganwadi worker barely manages to get 
minimum wages proportionate to the hours of work, her helper may 
be getting one-third to one-fourth of this! There is also an 
immediate need to bring creche workers (who work full-time) above 
the minimum wage level.
5.9.2 A major lacuna of the POA is the failure to locate the 
overall co-ordinating responsibility for training and preparation 
of ECCE personnel in any one agency. And even the steps which 
have been worked out in relation to training have not been 
implemented (Para 11). One reason for this may be lack of 
clarity as to who is to implement them.
5.9.3 The responsibility for teacher education and personnel 
training for ECCE must lie with the Departments of Education, 
both at the Centre and in the States/UTs, since it concerns 
professional and vocational education in a holistic framework. 
This calls for close co-ordination between the Department of 
Education and the Department of Women and Child Development at 
the Centre (and their counterparts in the States/UTs) as well as 
all other user departments/agencies. Also, the content and 
methodology of early childhood education must be reflected in a
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concrete form in the training of elementary school teachers, an 
aspect ignored by the POA.
5.9.4 Training and development of ECCE personnel must be 
promoted at three levels:

first level, i.e., grass root workers or para-
pr ofessionals,

- second level, i.e., professionals, and
third level, i.e, supervisors, trainers, managers and
administrators.

5.9.5 The current training courses available in the country 
(see Table 3) should be reviewed from this perspective and become 
the starting points for developing a country-wide network of ECCE 
draining programmes.
5.9.6 The content of training must be holistic and the 
methodology should become dynamic, interactive, paricipatory and 
related to real-life situations. An internship approach to 
training should be adopted at all levels and for all models with 
different mixes and degrees of field placement, with or without 
supervision, as appropriate to local conditions. These models 
should be closely related to the localised styles of manangement 
and supervision.
5.9.7 Training has to be visualised as a continuous, ongoing 
process linked to supervisory and management structures. In 
keeping with the basic principles of diversity, flexibility and 
decentralisation, a variety of training models and strategies 
should be the objective. Accreditation should be used as a tool 
to strengthen and upgrade training programmes, but not to promote 
uniformity.
5.9.8 Though the POA talks of creating a system of 
accreditation (Para 11), no steps have been taken so far towards 
this end. Once accreditation is worked out, it should be 
possible to re-design recruitment rules/service conditions for 
eineployment in both the public and private sectors, and for local 
bodies undertaking ECCE. This should make it easier for other 
departments/agencies to organise ECCE programmes. It would 
further promote decentralisation, as the Panchayati Raj 
institutions and local women's groups would be able to draw upon 
the trained cadres from accredited institutions, without being 
dependent upon the bureaucratic machinery.
5.9.9 With the adoption of appropriate adult-child ratios, 
and the expansion of ECCE programmes, ECCE is likely to become a 
vast generator of skilled employment for women and as such should 
find a significant place in Vocational Education. Although 
referred to by the POA, there is no evidence of any action 
having been taken to develop vocational courses on ECCE, or to 
promote the existing CBSE course through accreditation and
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incorporation in recruitment 
level of female education in 
difficulty of finding suitable 
the feasibility of developing 
Class VIII itself, should also

rules. Keeping in mind the low 
many jurts of the country and the 
local candidates at the +2 level, 
Vocational Education in ECCE after 
be seriously examined.

Recommendations
i) Recognising the skilled nature of work in ECCE and the links 

between programme quality on the one hand and wages, job 
satisfaction, social status and motivation on the other, the 
policy for remuneration of ECCE workers spelt out in POA 
must be implemented with immediate effect.

ii) The overall responsibility for teacher education and 
personnel training for ECCE at all levels must be accepted 
by the Departments of Education, both at the Centre and the 
States/UTs in close co-ordination with the Department of 
Women & Child Development at the Centres and their 
counterparts in the States, while developing mechanisms to 
respond to the needs and perceptions of the users and 
programme implementers, such as the Departments of Labour, 
Forest, Irrigation, Works and Housing, Rural Development 
etc. as well as the private sector. For the other 
components of ECCE (health, nutrition etc.), a close co
ordination with the nodal and other related 
departments/agencies would be necessary.

iii) Working through Educational Complexes (as proposed 
elsewhere), DIETs should assume responsibility for training 
in ECCE and establish a field-based networking relationship 
with ECCE programmes. For this purpose, DIETs should build 
up their own training capability.

iv) Building up on the base of available training pattern (Table 
3), a network of modular training programmes for ECCE must 
be developed at all levels (grass roots, para-professional, 
professional and supervisory) through a diversity of models 
and strategies, with content to meet the holistic goals of 
ECCE and a participatory methodology using the basic 
principle of internship with different degrees of field 
placement.

v) A system of accreditation of training programmes and 
agencies in ECCE must be developed as indicated in POA (this 
would also promote diversity and decentralisation).

vi) Action should be taken soon to develop Vocational Education 
of ECCE at the +2 level in all States/UTs. The feasibility 
of organising ECCE training following Class VIII should be 
examined on a priority basis with a view to widen the social 
base and availability of ECCE workers.
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vii) Measures should be initiated to re-structure the training 
programmes of elementary school teachers all over the 
country to integrate and emphasise the child-centred and 
non-formal approaches of early childhood education in the 
primary schools, especially at the early stages, with a view 
to improve school's capability to receive and retain" 
c h i l d r e n .

Decentralisation

5.10.1 The NPE states that the 'local community will be fully 
involved', but fails to spell out, in the POA or elsewhere, a 
strategy to decentralised management and institutionalise local 
community control. ICDS, the chief vehicle for ECCE, has come to 
acquire the characteristics of rigidity, bureaucratisation, low 
performance, lack of community participation, and insensitivity 
to local needs, patterns and socio-cultural conditions. This 
also appears to be true of other Central Schemes of financial 
assistance to voluntary organisations and other agencies for 
ECCE.
5.10.2 Interestingly, a major reason for Government's 
reluctance, besides the usual resource constraint, in upgrading 
the status and emoluments of ECCE workers seems to be the 
prospect of employing lakhs of additional workers. Thus ECCE is 
trapped in a vicious cycle. The low status and emoluments and 
lack of promotional avenues are constraining the motivation and 
performance of workers, but their status and service conditions 
cannot be rationalised as long as the Government continues to be 
the employer. The official rationale for low emoluments is the 
assumption that these workers are not employees, but only local 
volunteers. While this assumption obviously does not hold water 
when the Government becomes the recruiting agency, it may have 
validity if the workers are recruited and managed by local 
women's groups and/or village-level committees through village or 
Mandal Panchayats. Under the latter conditions, the ECCE workers 
may be willing to work with comparatively higher motivation even 
on relatively low emolumets (but not the pitiful levels 
prevailing now). It is time that we introduce a.sense of realism 
in our management systems, instead of planning on the basis of 
the illusion of voluntarism that doesn't exist, and move in the 
direction of non-formalising ECCE institutional framework.
5.10.3 There is indeed no alternative to handing over of the 
management of ICDS and other ECCE programmes to local groups, 
preferably poor womens' groups, through the Panchayati Raj 
framework. This would be consistent with what is being 
recommended by this Committee in the case of school education 
too. The principles of local community control along with 
accountability should be the touchstones of management system for 
ECCE. In order to establish operational linkages with elementary 
education, ECCE should be included in the charter of 
responsibilities of Educational Complexes being proposed for 
decentralising planning and management of school education.
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Recommendations

i) The ICDS and other related Centrally Sponsored Schemes for 
ECCE may be shifted to the States/UTs following the 
completion of the present phase. The State/UT Plans should 
then be proportionately augmented with additional funds with 
conditionality of non-divertibility and accountability.

ii) The management of Anganwadis and other ECCE centres should 
be fully handed over to voluntary organisations and/or local 
community groups, preferably poor womens' groups, through 
the Panchayati Raj framework. Village-level and/or Mohalla- 
level Committees may be constituted by local bodies, with at 
least half of the members being poor women and with suitable 
representation of Anganwadi workers, for planning, co
ordinating and monitoring of a cluster of community-based 
centres in a village or town. Needless to add, the 
principle of community control over ECCE programme would 
carry with it the principle of full public accountability to 
the community.

iii) In order to ensure diversity, flexibility and responsiveness 
to local needs and socio-cultural conditions, the community 
groups and/or village or mohalla-level committees would be 
fully responsible for designing the model and strategy for 
the local ECCE centre, while being expected to ensure the 
minimum programme recommended by the State Government. 
Experimentation and innovation in approach to training, 
recruitemnt of personnel and management would be encouraged 
and be provided for.

iv) The Village or Mohalla-level Committee or the community 
group responsible for managing the ECCE centre would also be 
free to mobilise additional resources, in addition to the 
State resources, while subjecting itself to both financial 
and social audit.

v) ECCE should be included in the charter of responsibilities 
of the Educational Complexes proposed in the school 
education sector. Women and other community groups managing 
ECCE centres and Anganwadis workers may be suitably 
represented on the executive bodies of the Complexes.

vi) The role of the Educational Complex would be to develop a 
perspective plan for ECCE for the region covered by it and 
to assist the local committees and groups by arranging for 
training (through DIETs), supplying educational and other 
materials (not locally available) guidance in budgeting, 
coordination, promoting mutual exchange of information and, 
most importantly, monitoring.

125



vii) Since the ECCE centre would be accountable to the community 
it is serving, the monitoring role of the Educational 
Complex as also of the State Government assumes special 
significance. While the Educaitonal Complex would make its 
report on individual centres available to the 
community/village as an input in the awareness-raising 
process, the State Government would monitor the Complex as 
a whole and release its report for public action at the 
Block or district level. In this framework, supervision as 
a means to control and improve performance becomes 
superfluous.

viii) The role of the State Government may be confined to:
(a) ensuring essential funding (may be, on a per child 

basis) for ECCE through the Panchayati Raj 
institutions/Educational Complexes;

(b) spelling out policy imperatives and broad guidelines;
(c) providing training through SCERT/DIETs;
(d) supplying materials not available locally;
(e) promoting lateral exchange and analysis of information 

and experiences amongst Educational Complexes;
(f) co-ordination;
(g) monitoring; and
(h) raising public awareness and giving media support.

ix) The State Government should also ensure that representatives 
of the user agencies and programme implementers (e.g. 
Departments of Labour, Irrigation, Forest, etc., and 
voluntary organisations) are included in the State-level 
structures set up for planning, programme formulation, 
designing curriculum, and development of training models and 
strategies, so that their needs and perceptions find 
adequate expression.

Resources
5.11.0 The policy document is silent on both the magnitude of 
resources required and the manner in which these should be 
raised. The POA, therefore, does no more than depend on the 
Government resources available through the expansion of 
programmes in each Plan. A different and shared approach to 
funding of ECCE programme emerges from the perspective of 
decentralised management and community control as presented in 
the previous section. As stated earlier, about 14 crore children 
are below the age of six years and about 5.6 crores out of these
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constitute the most vulnerable segment, requiring urgent 
attention. The Ministry's Working Group for the Eighth Plan has 
suggested that 80% of the vulnerable target population be covered 
by the end of the Plan period. As shown in Table 1, this 
would work-out to about 4.5 crore children in 1990 or 4.9 crore 
children by 1995. Even if this scaled down target is accepted, 
we would still need to achieve an annual minimum expenditure of 
about Rs.4,900 crores (at 1989 prices)* for ECCE services by 
1995, to be reached in a phased manner. Given the present set of 
socio-political constraints, the Government cannot conceivably be 
depended upon for making such vast resources available, though it 
would have to carry the primary responsibiity for 
universalisation of ECCE under Article 45 of the Constitution.

Recommendations
i) A Central Fund for child care services should be set-up at 

the national level.
ii) The Government should provide a substantially higher 

allocation for ECCE, spelling it out as a percentage of GNP, 
keeping in view the estimated requirements of Rs.4900 crores 
per annum even for achieving the POA targets to be reached by 
the end of Eighth Plan in a phased manner.

iii) A 10-year action and resource allocation plan for building 
up a national network of child care services be prepared, 
such that at least 70% of the children below six would be 
covered by an essential package of services by 2000 AD, as 
suggested in POA.

iv) Funds for the national network may be drawn from five 
sources as given below:
a) Government: As per Article 45 of the Constitution, the 

Central and State Governments would have to bear the 
major responsibility for funding the programme. These 
funds may be drawn by pooling together the provisions 
made in the respective budgets of the Departments of 
Education, Women & Child Development, Health and Labour 
for this purpose. To facilitate this, an Inter- 
Ministerial Committee may be constituted. The 
Government Departments which employ labour (e.g. 
Irrigation, Rural Development, Forest, Works & Housing 
etc.) should henceforth be required to make a 
proportionate provision for expenses on child care 
services and contribute this money to the Central Fund.

* Based upon an expert estimate of Rs.1,000 per child per year 
(at 1989 prices) as submitted to the Planning Commission.

127



b) E m p l o y e r s : A special welfare cess for the Central Fund 
should be levied on all employers, whether in the 
private or in the public sector, regardless of the sex 
of the workers employed. No distinction need be made 
on the basis of the type of employment-salaried, daily 
wage or some other form.

c) Local Bodies: Panchayats, Municipalities and 
Corporations *may be encouraged to raise additional 
funds for ECCE through special local cess/taxes.

d) Parents: With community control, it should become 
possible* for the Village/Mohalla Committee to raise a 
certain fraction of the needed resources from the 
parents at the local level, as a voluntary contribution 
on a monthly basis. In the organised sector, this 
contribution could be collected through the trade 
unions. .

e) Donations: Tax incentives may be given on 
contributions to the Central Fund.

v) A special allocation of additional funds, say Rs.100 crores,
be made for 1991-92 to undertake preparatory work
consisting of an awareness-raising media campaign, 
upgradation of the existing ICDS and other centres,
developing decentralised structures at the grass roots,
building up training programmes and promoting action 
research in aternative models.

Monitoring and Evaluation
5.12.0 Unlike what is suggested in Para 13 of POA, the entire 
system of monitoring and evaluation has to be re-structured on 
the principles of participation, reflection and decentralised 
management.

Recommendations
i) DIETs and Educational Complexes, rather than any higher 

level structures, should have a major role in both planning 
and execution of the system of internal monitoring and 
evaluation.

ii) The State Government should also organise an independent 
system of monitoring and evaluation of the programme at the 
level of Educational Complexes only (i.e., not at the level 
of individual centres) and make its reports available for 
open and public consideration at the District or Block 
level.
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iii) One major objective of these exercises should be to use the 
findings as a direct input for renewal/strengthening of the 
programme at the local level. For this, it would be 
necessary to foster lateral inter-act ion and exchange of 
findings (complex to complex or centre to centre or centre- 
complex) , rather than the exclusive vertical and 
upwards flow indicated in the POA. The reports from 
monitoring and evaluation exercises should also be released 
for open interaction at both the formal and informal fora 
with a view to build up public pressure for programme 
ef f i c i e n c y .

iv) The Index of Human Development should be a dynamic concept 
and be made public as a means of monitoring as well as 
community intervention in the programmes.
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TABLE 3
Current Status of Training for ECCE

SI . 
No.

Name & Nature of 
Course

Mi nimum 
Qualifications 
for Entry

Duration

1. Anganwadi workers' 
training (job training, 
para-professional

Varies from State 
to State
Class V-VIII the 
norm

3 Months

2. Nursery Teachers' 
Training/Pre-primary 
Teachers ' Training

Class X One year

3. Vocational Training 
in Child Care (+2) of 
CBSE

Class X Two years

4. Balsevika Training of 
Indian Council for 
Child Welfare

Class X 11 months

5. Montessori Training of 
Association of Montessori 
International

Class X One year

6. Integrated Pre-primary 
and Primary Teachers' 
Training (Delhi)

Class XII Two years

7. Diploma in Early Child
hood Education

Graduate One year/
distance
education

8. Middle Level Supervisors 
Training (job training)

Varies - 
graduate, 
post-graduate 
and promoted

3 months

Source: Department of Pre-school and Elementary Education, NCERT, 
1990
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CHAPTER 6

UNIVERSALISATION OF ELEMENTARY EDUCATION
- Regaining School'^ Credibility

"That does not finish the picture. We have the 
education of this future state. I say without fear of 
my figures being challenged successfully, that today 
India is more illiterate than it was fifty or a hundred 
years ago, and so is Burma, because the British 
administrators, when they came to India, instead of 
taking hold of things as they were, began to root them 
out. They scratched the soil and began to look at the 
root, and left the root like that, and the beautiful 
tree perished. The village schools were not good 
enough for the British administrator, so he came out 
with his programme. Every school must have so much 
paraphernalia, building, and so forth. Well, there 
were no such schools at all. There are statistics left 
by a British administrator which show that, in places 
where they have carried out a survey, ancient schools 
have gone by the board, because there was no 
recognition for these schools, and the schools 
established after the European pattern were too 
expensive for the people, and therefore they could not 
possiblly overtake the thing. I defy anybody to 
fulfill a programme of cumpulsory primary education of 
these masses inside of a century. This very poor 
country of mine is ill able to sustain such an 
expensive method of education. Our state would revive 
the old village schoolmaster and dot every village with 
a school both for bovs and girls.”

- MAHATMA GANDHI
AT CHATHAM HOUSE, LONDON, OCTOBER 20, 1931

The Elusive Goal

6.1.1 The Constitution has enunciated the following Directive 
Principle of State Policy regarding Universalisation of 
Elementary Education (UEE):-

"The State shall endeavour to provide within a period 
of 10 years from the commencement of the Constitution for 
free and compulsory education for all children until they 
complete the age of 14 years." (Article 45)
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G.1.2 Universalisation was to have been achieved by 196C. In 
1990, we are still no where near the goal of Universalisation of 
Elementary Education (i.e., upto to class eighth), or for that 
matter even primary education (i.e., upto class fifth). 
According to varying estimates available now, almost one-half of 
all children and two-thirds of the girls in the age group of 6-14 
either do not enter the school at all or drop out at an early 
stage or, to put it better, are 'pushed out7 of the school system 
(see Table 2) .

6.1.3 In contrast, 'Universal Declaration of Human Rights7 
declares that all individual?, irrespective of sex, caste and 
economic status, have the 'Right to Education7. India rightly 
subscribed to this famous declaration. Now, time has come to 
recognise 'Right to Education7 as one of the fundamental rights 
of the Indian citizen for which necessary amendments to the 
Constitution may have to be made and, more importantly, 
conditions be created in society such that this right would 
become available for all children of India.

Recommendation
The Right to Education should be examined for inclusion 
amongst the fundamental rights guaranteed under the 
constitution of India. All the socio-ecomonic. measures, 
without which realisation of this right will not be 
possible, should be taken.

Problems and Issues - An Overview
6.2.1 The continued failure since independence to fulfil the 
Constitutional directive of providing education to all children 
upto the age of 14 years is a teasing reality. Undoubtedly this 
problem qualifies for being ranked as the most fundamental 
problem of our educational system. It is only in recent years 
that the nation has come to acknowledge the magnitude of the 
problem. More than half of all children (and not one-third, as 
was often claimed for years) and two-thirds of the girls are 
outside the ambit of education. Whatever hesitation may still 
exist must now give way to a frank admission of these facts so 
that an honest analysis of the causes of the problem may begin. 
The degree of failure is further accentuated in the case of the 
children of SC/ST and other educationally backward sections of 
society. The focus of the various strategies adopted so far to 
bring all children into schools has been on the factors which lie 
within the educational system. This is equally true <~.f the 
NPE/POA. The socio-economic and cultural factors have played 
only a marginal role in educational planning. This approach to 
universalisation ignores the hard social realities. For 
instance, according to certain estimates, more than 4.5 crores of
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children, constituting one-fourth of the school going age-group, 
are engaged in child labour. Many of these children face brutal 
work conditions in both the organised and unorganised sectors. 
The issues of social justice with respect to educationally 
backward sections of society and the gender bias rooted in the 
patriarchal Indian society are some of the other significant 
factors that have a major bearing upon participation of children 
in education. We have also pointed out elsewhere that there is 
an inseperable link between the development policy and the 
capability fo vast segments of our society to benefit from school 
education. It is in this perspective that the Committee presents 
below an overview of the major issues relating to the problem of 
universalization - both from within and outside the education 
sector.
Enrolment
6.2.2 The official statistics on percentage of children
enrolled in schools show a phonomenal rise form 42.6% in 1950-51 
to 93.6% in 1986 at the primary level, and from 12.9% in 1950-51 
to 48.5% in 1986 at the middle school level (see Table 1).

Table 1
GROSS ENROLMENT RATIO AT PRIMARY AND UPPER PRIMARY LEVEL

Year Primary (I-V) 
in %age

Upper Primary (VI-VIII) 
in %age

1950-51 42 . 6 12.9
1955-56 52 . 8 16. 5
1960-61 62 .4 22.5
1965-66 76.7 30.9
1970-71 76.4 34 . 2
1975-76 79.3 35.6
1978 81.7 37.9
1986 93 . 6 48.5

[Source: Report of the Working group on Early Childhood 
Education and Elementary Education set up for 
formulation of 8th Five Year Plan, Govt, of 
India, Ministry of Human Resource Development, 
Department of Education, 1989].

These statistics are not normally accepted on their face value. 
A number of studies have revealed that the actual number of 
children attending schools even in Classes I and II is far less 
than what is claimed officially. For instance a recent micro
planning survey in Tikamgarh district, M.P. pointed out that the 
number of children actually attending schools in the 6-14 years 
age group in the rural areas was 42.7% of those on the official
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records. Spot studies in another instance have shown that 'many 
children whose names were enrolled in the school register had in 
fact not attended school for more than a few days'. It was 
pointed out that 'since teachers are under pressure to show 
better enrolment targets, they keep the names of these children 
alive in their registers'. In support of this presented below, 
are data on proportion of children in different age-groups 
attending schools.

Table 2
PROPORTION OF CHILDREN ATTENDING SCHOOL : 1981

(Percentage)
Population 6-11 years 11-14 years 6-14 years
All 47 . 15 51.96 48.72
Male 54 .88 63.81 58 . 11
Female 38.45 38.67 38 . 52
Rural 41.27 45. 69 42 . 69
Rural male 50. 57 59 . 52 53 . 50
Rural female 31.28 30.12 30. 93
Urban 68.83 72.93 70.26
Urban male 72.70 78 .32 74 . 66
Urban female 64.71 66.98 65. 52

Note : The percentages given above do not correspond to 
enrolments in grades I to V and VI to VII.

[Source : Census of India, 1981, computed and cited in 
Aggarwal, Y.P., 'Towards Education for All 
Children - Intent and Reality', J. Educational 
Planning and Administration, 2. (1&2), 1988].

6.2.3 It can be seen that almost 53% of children in 6-11 year
age-group do not attend school and this proportion rises to 62% 
in the case of girls. This would mean that almost 4.6 crores 
children in this age group in 198 6 were not attending school as 
opposed to the estimate of less than 60 lakhs based on published 
statistics. With the claim of Gross Enrolment Ratio in this age- 
group touching the level of 98% in 1987-88, the gulf between this 
claim and ground realities widens even further. While, according 
to estimates based upon Census of India figures, the number of 
children out of school in the age-group of 6-11 years in 1987-88 
would be almost 5 crores, the Ministry's statistics on enrolment 
would place this number to about 2 0 lakh only.

136



6.2.4 The magnitude of the problem of universalisation can be
seen in Table 3 where population of children in the two relevant 
age groups, 6-10 years and 11-14 years, is projected upto the end 
of the Eighth Five Year Plan period.

Table 3
PROJECTED POPULATION

(in Crores)
Age Group 6- 10 years Age Group 11-14 years

Year Boys Girls Total Boys Girls Total

1989-90 4.999 4.736 9.735 - - -
1990-91 - - - 3.715 3 . 528 7.243
1994-95 5.196 4 . 918 10.114 4.022 3 . 806 7.828

[Source: Report of the Working group on Early Childhood 
Education and Elementary Education set up for 
formulation of Eighth Five Year Plan, Govt, of 
India, Ministry of Human Resource Development, 
Department of Education, 1989].

Disparities in Enrolment
6.2.5 Notwithstanding the serious doubts raised above about
the validity of the enrolment data, a close examination draws 
attention to some interesting problems. As Table 4 shows, only 
41% of the students enrolled in Classes I-V and 35% in Classes 
VI-VIII were girls. In rural areas, this percentage falls down 
further.
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Table 4
PERCENTAGE OF GIRLS' ENROLMENT TO TOTAL ENROLMENT (1986):

Classes I-V 
(6-11 years)

Classes VI-VIII 
(11-14 years)

All India 41.16% 35.45%
(Total)
Rural Areas 39.89% 32.05%

[Source : Fifth All India Educational Survey (NCERT) 
1986.]

6.2.6 Although the percentage of SC/ST children among all 
students enrolled at the primary level represents their 
respective proportions in the population, their participation at 
the middle and the high school level falls sharply in comparison 
to that of the other children (see Table 7, Chapter 4).
6.2.7 A district-wise analysis of the enrolment data has 
demonstrated that wide regional disparities exist in terms of the 
enrolment at both the primary and middle levels. These 
disparities are even more pronounced in the case of the enrolment 
of girls and children of SC/ST communities. The Committee have 
reported elsewhere that 12 3 districts can be identified which 
have a gross female primary level enrolment ratio of less than 
50% and a rural female literacy rate of less than 10% (see Table
2, Chapter 4). Obviously these districts would need to be given 
priority in resource allocation. The need to conduct a similar 
analysis at block and sub-block level s can not be over 
emphasized.
Retention
6.2.8 As Table 5 shows, a large percentage of children drop 
out in the early stages of primary education, with 50% of them 
dropping out by Class V. At the middle school level, about 7C% 
of the children who began education at Class I drop out before 
reaching Class VIII. This percentage can be as high as 75% in 
the case of girls at the middle school level. Similarly, the 
children of SC/ST communities drop out at a faster rate than 
those of the non-SC/ST communities (see Table 8, Chapter 4). The 
dimension of regional disparity is also reflected in state-v/ise 
analysis of drop out rates at both the primary and middle school 
levels (see Statement No.10, p.244, Annual Report, 1989-90, Part 
I, Ministry of HRD, Dept, of Education).
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Table 5
DROP-OUT RATES AT PRIMARY AND MIDDLE SCHOOLS STAGES

Years Classes I—V Classes I-V ^1

Boys Girls Total Boys Girls Total

1981-82 51.10 57.30 53.50 68.50 77.70 72.10
1982-83 49 . 40 56.30 52.10 66. 04 74.96 69.57
1983-84 47.83 53.96 50.26 66. 10 75.27 69.76
1984-85 45.62 51.41 47.93 61.83 70.87 65. 39
1985-86 45.84 50.27 47.61 60.70 70.04 64.42
[Source: Ministry

Education
of Human 
, 1990.]

Resource Development, Department of

Phvsical Access to School
6.2.9 According to the Fifth All India Educational Survey in
1986, almost 20% of the rural population did not have access to a 
primary school within the habitation. The percentage of rural 
population without a Middle School within the habitation was as 
high as 63%. However, the same survey revealed that about 95% of 
the rural population had access to a primary school within 1 km.- 
an official norm for 'walking distance7 for primary schools. 
Similarly about 85% of the rural population had access to a 
middle school within 3 kms. - again, an official norm for 
'walking distance' in the case of middle schools. These official 
norms may not be accepted on their face value as these may not be 
equivalent to 'walking distance' for different sections of 
children. For instance, it has been shown in the section on 
Education and womens' equality how these norms may not be 
applicable in the case of girls who are engaged in work both 
within and outside the home. In such cases, the distance of 1 
km. to the primary school and 3 km. to the middle school may be 
just beyond the threshold which children can cross.
6.2.10 As shown by Table 6, there are almost 49% of the rural 
habitations with a total population of 11.7 crore which do not 
have access to a primary school within the habitation. Any 
strategy towards UEE would have to take into account these hard 
realities.
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TABLE 6
AVAILIBILITY OF PRIMARY SCHOOLS IN RURAL AREAS

Year Total 
rural 
pop. 
(mn.)

Total
Habita
tions
(000's)

% Habita
tions 
without a 
primary 
school

% population 
unserved by 
primary 
school

Total Rural 
population 
unserved 
(mn. )

1965 396.6 982 62 . 02 28.52 113

1973 465.4 953 55.67 23 .88 111

1978 509 . 2 965 53.20 21.47 109

1986 594 . 5 979 48.64 19.66 117

[Source: All India Educational Surveys (NCERT), compiled and 
cited in Jalaluddin, A.K. et al. 'Basic Education and 
National Development', UNICEF Report, September, 1990]

6.2.11 There is also the issue of regional disparity involved 
with respect to accessibility of the schools. Tables 7 provides 
State-wise data on this matter. It shows that there is a wide 
fluctuation with respect to the percentage of rural population 
having access to a primary school within habitation. It 
fluctuates from 51% in Dadra and Nagar Haveli to almost 98% in 
Mizoram and Delhi.
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RURAL POPULATION WITH AND WITHOUT PRIMARY SCHOOLS/SECTIONS
1986

(Percentage)

Table 7

Population Served by Primary 
Schools/Sections at a distance of

Within Upto 0.5 Km 0.6 to 1.0 Km Upto l.C Km
Habitation but not within

Habitation

Andhra Pradesh 92.72 5.97 0.48 99.17
Assam 81.75 5.40 6.43 93.58
Bihar 78.53 8.99 8.34 95.86
Gujarat 97.83 0.86 0.76 99.45
Haryana 96.68 1.62 1.07 99.37
Himachal Pradesh 46.51 11.39 18.74 76.64
Jammu & Kashmir 78.23 5.42 7.05 90.70
Karnataka 92.50 2.03 2.71 97.24
Kerala 87.67 2.59 4.13 94.39
Madhya Pradesh 81.51 5.26 6.15 92.92
Maharashtra 92.42 3.28 2.25 97.95
Manipur 89.97 3.47 3.95 97.39
Meghalaya 80.87 2.88 5.47 89.22
Nagaland 98.85 0.42 0.18 99.45
Orissa 77.08 8.82 6.93 92.83
Punjab 96.80 2.09 0.71 99.60
Rajasthan 86.84 1.49 4.57 92.90
Sikkim 72.13 3.80 7.17 83.10
Tamil Nadu 83.92 5.80 6.30 96.02
Tripura 57.04 12.85 14.22 84.11
Uttar Pradesh 55.96 14.05 18.82 88.56
West Bengal 79.71 11.47 6.20 97.35
A & N Islands 68.41 4.35 10.26 83.02
Chandigarh 96.92 2.75 0.00 99.67
Dadra & Nagar
Haveli 50.74 14.10 20.35 85.19
Delhi 98.06 1.32 0.62 100.0
Goa Daman & Diu* 57.72 20.23 12.65 90.60
Lakshadweep 100.00 0.00 0.00 100.00
Mizoram 98.05 0.23 0.00 98.28
Pondicherry 88.54 7.92 3.56 99.02
India 80.34 7.04 7.22 94.60

Note: * Relates to Goa only

[Source : Fifth All India Educational Survey (NCERT), 1986.]
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A similar picture is presented at the district level in the 
study released recently by Raza et al .
Availability of Schools and Teachers
6.2.12 Table 8 shows that, inspite of a rise in the total
number of schools and teachers between 1965 and 1986, the number 
of schools and teachers per 10 thousand persons is declining 
continuously during this period. A comparison of the growth 
rates of the population with the growth rates respectively for 
the total number of primary schools and teachers reveals that 
population rose sharper than the number of both the schools and 
teachers per 10 thousand persons. This is a clear indication 
that the availability of the schools and teachers in population 
would most probably decline, unless measures on war-footing are 
adopted to reverse the trend.

TABLE 8
EDUCATIONAL DEVELOPMENT : SOME KEY INDICATORS 19 65-8 6

Popula
tion
(mn)

Primary
Schools/
Sections
(000)

Teachers
(000)

Per 10,000 

Schools

persons

Teachei

1965 495 . 0 455 1196 9 .23 24
1973 580.7 530 1218 9 . 13 21
1978 635 . 3 570 1287 8 . 97 20
1986 784 . 1 631 1493 8 . 05 19
Growth Rates
1965-73 2 . 02 1.9 0.23
1973-78 1.81 1.5 1.10
1978-86 2 . 66 1.3 1. 87
1965-88 2.21 1.6 1. 06

[Source: All India Educational Surveys (NCERT), compiled and 
cited in Jalaluddin, A.K. et al. 'Basic Education and 
National Development', UNICEF Report, September, 1990]
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TABLE 9
SCHOOLS BY NO. OF TEACHERS IN POSITION

Reference
Year

% of Single--Teacher School % of Two--Teacher School

Rural Urban Rural Urban

1965 40.72 8 .37 28. 50 11. 22
1973 30.76 7.90 27.57 10.84
1978 35. 69 5.90 28.24 10. 17
1986 31.27 6.29 34 . 07 11. 92

[Source: All India Educational Surveys (NCERT), compiled and 
cited in Jalaluddin, A.K. et al. 'Basic Education and 
National Development', UNICEF Report, September, 1990]

6.2.13 Table 9 shows that almost one third of the primary 
schools in the rural areas continue to be single-teacher schools. 
Another one third of the rural schools have only two teachers 
each. Given this situation, the schools lack the essential pre
condition for introducing child-centred approach to education.
6.2.14 A State-wise study of teacher-pupil ratio in primary 
schools shows that it has infact increased in most States between 
1971-72 and 1987-88 (see Table 10) . The All India figure also 
shows that the teacher-pupil ratio during this peirod increased 
from 39 to 42. If this trend continues, all expectations of 
moving towards better quality of elementary education would be 
belied. Indeed, a high teacher-pupil ratio adversly affects 
quality of education. This also results in problems of class 
room discipline for maintenance of which teachers may feel to 
take recourse to undesirable practices including corporal 
punishment.
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Table 10

TEACHER-PUPIL RATIO AT PRIMARY AND MIDDLE LEVEL OF EDUCATION

Primary Middle
1971-72 1987-88 1971-72 1987-88

Andhra Pradesh 39 56 30 44
Assam 43 48 24 31
Bihar 38 50 32 31
Guj arat 37 39 36 41
Haryana 39 45 32 37
Himachal Pradesh 27 39 21 18
Jammu & Kashmir 28 30 22 23
Karnataka 39 111 33 21
Kerala 34 33 26 32
Madhya Pradesh 34 45 33 27
Maharashtra 22 39 21 38
Manipur 40 19 17 17
Meghalaya 43 32 39 17
Nagaland 25 24 18 22
Orissa 31 45 21 23
Punjab 38 40 30 18
Rajasthan 31 45 23 29
Sikkim * 14 * 15
Tamil Nadu 34 45 32 46
Tripura 37 30 26 25
Uttar Pradesh 51 45 27 31
West Bengal 35 40 28 4]
A & N Islands 20 21 19 21
Arunachal Pradesh 25 29 19 24
Chandigarh 29 27 29 20
Dadra & Nagar Haveli 31 41 25 32
Delhi 32 8 20 23
Goa, Daman & Diu 34 26 28 25
Lakshadweep 25 23 19 24
Mizoram 46 26 23 11
Pondicherry 35 29 31 28
INDIA 39 42 31 33

Note : * Not Applicable
[Source : Basic Educational Data, NIEPA, New Delhi, January, 90]
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Facilities in Primary Schools
6.2.15 As shown by Table 11, the primary schools lack even
basic infrastructural facilities necessary for better quality of 
education.

Table 11
AN OVERVIEW OF FACILITIES IN PRIMARY SCHOOLS SYSTEMS

S.No. Particulars %
the

of schools out of 
total

1. Without buildings 13.5
2. With kuchha buildings 

(Open spaces, tents, kuchha 
structures)

13 .8

3 . With one instructional room 37 . 8
4 . With usable playground facilities 34 . 5
5 . With drinking water facilities 46.6
6. With urinals 15.0
7. With separate urinals for girls 4 . 9
[Source: Fifth All India Educational Survey (NCERT), 1986].

Child Labour
6.2.16 The problem of child labour is inextricably linked to 
the low participation rate of chiildren in elementary education. 
There are several estimates regarding the magnitude of this 
problem, as is shown below

a) Census of India, 1981 - 1.36 crores
b) National Sample Survey,

32nd round, 1977-78 - 1. 63 crores
c) Planning Commission, 1983 - 1.74 crores
d) Operations Research Group - 4 . 4 crores

Baroda, 1983
According to the 1981 census, 40% of the child workers were 
girls. Less than 7% of the child workers were found to live in 
urban areas.
6.2.17 Table 12 shows the distribution of child workers upto
the age of 15 years in different sectors of employment; 83% of 
the child workers are engaged in activities related to 
agriculture.
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Table 12

DISTOBOTICN OF CHIID WORKERS (0-15 YEARS) : 1981

Industrial
Group

Rural Urban All

Male Female All Male Female All Male Female All

Main Workers 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0

Cultivators 61.2 47.3 58.9 10.3 4.6 9.8 55.8 45.1 54.2

Agricultural 
labourars 26.8 43.0 29.5 13.0 15.1 13.2 25.4 41.6 27.9

Livestock
etc. 0.8 0.7 0.8 1.2 0.4 1.2 0.9 0.7 0.8

Mining/
Quarrying 0.0 0.1 0.0 0.0 0.0 0.0 0.0 0.1 0.0

House-hold
Industries 4.6 4.8 4.6 14.3 46.4 16.9 5.6 6.9 - 5.8

Non house
hold indu
stries 3.9 2.3 3.6 29.0 15.9 27.9 6.5 3.0 5.9

Cosntruction 0.3 0.2 0.3 2.4 0.6 2.3 0.5 0.3 0.5

Trade/ 
Conner ce 0.8 0.0 0.7 13.7 3.1 12.9 2.2 0.2 1.8

Transport
etc. 0.1 0.0 0.1 2.6 0.6 2.4 0.4 0.0 0.3

Other
services 1.4 1.4 1.4 13.0 13.1 13.0 2.6 2.0 2.5

[Source: Census of India, 1981, computed and cited in Aggarwal, Y.P., 
Education and Human Resource Development, Camcnwealth 
Publishers, New Delhi, Table 9.4, 1988]
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6.2.18 Table 13 presents data on single year age group-wise
rate of workforce participation in both rural and urban areas 
for out of school children. It is seen that a rate of 66% exists 
for 14 year old rural male children but it never exceeds 10.5% 
for out of school rural female children. Further, the workforce 
participation rate rises sharply as the child attains the age of 
10 years. This is presumably due to the child becoming useful at 
this age for certain types of manual work.

Table 13
AGE SPECIFIC WORKFORCE PARTICIPATION RATE OF THE OUT OF SCHOOL

CHILDREN : 1981

Age (incompleted 
Years)

Rural Urban

Male Female Male Female

6 0.25 0. 09 0.16 0 . 04
7 0.53 0.20 0. 39 0. 03
8 1.32 0.48 1.15 0. 16
9 2 .78 1. 04 2.43 0.31

10 9.31 2 . 56 7.15 0.86
11 22 . 01 4 . 84 13 .42 1. 14
12 37.35 7 .47 21.64 2 . 37
13 50.86 9.34 31.49 2 .90
14 66.00 10.49 43 . 85 3 .23

[Source: Census of India, 1981, computed and cited in Aggarwal, 
Education and Human Resource Development, Commonwealt 
Publishers, New Delhi, Table 9.3, 1988]

6.2.19 A study has shown that, between 1971 and 1981 census,
there was a higher increase in the number of female working 
children in comparison to male working children. This trend can 
be explained on two grounds: (a) migration of the male children 
to urban areas in search of jobs, (b) the percentage of female 
working children rising in the villages to fill up the gaps.
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6.2.20 The above analysis suggests three categories of child 
workers as follows:

(a) Out of school children between the age of 6 and 
10 years, most of whom are not working on wages.

(b) Out of school children in the 10 to 14 year age 
group who are in the labour market, and

(c) Out of school children in the 10 to 14 year age 
group who are not in the labour market.

The strategies for UEE would have to view these three categories 
separately. The children in the 6 to 10 year age group can be 
brought into the school system with improvement in the quality of 
education. For the second group of children, the strategy would 
have to be based on the principle that the children can not be 
dissociated from their employment. Therefore, a programme to 
'educationalise the work' would have to be devised such that it 
would promote skill formation, while the content is weaved into 
the local environment. For the third group of children, the 
strategy would promote skill formation and also aim at equipping 
the child with minimum level of knowledge. UEE would demand that 
a mix of strategies is implemented.
Out of School Children
6.2.21 There are wide inter-state variations in the proportion 
of children attending school in different States in the age 
groups 6-11, 11-14, and 6-14 (see Table 14). On the one extreme, 
we have Kerala with universal coverage. On the other extreme, 
there are States such as, Rajasthan, Uttar Pradesh, Madhya 
Pradesh and Bihar with about only one-third of their children in 
the 6-14 year age group attending school. The situation in these 
four States is much worse for the 6-11 year age group. This 
applies to all four segments of population, i.e. rural male, 
rural female, urban male and urban female. The position in the 
urban areas is much better as compared to the rural areas. Here, 
the male-female disparity is also low. The rural areas suffer 
not only in comparison to the urban areas but also reflect a 
pronounced male-female disparity. In Rajasthan, 8 out of 9 rural 
women are out of school. These disparities are diagrammatically 
shown in Fig. 1.
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Table 14

PROPORTION OF CHILDREN ATTENDING SCHOOL : 1981

6-11 years 11-14 years 6-14 years

Male Female All Male Female All Male Female All

Rural

India 50.53 31.32 41.25 59.52 30.13 45.70 53.48 30.94 42.69
Uttar Pradesh* 41.16 17.53 30.34 59.05 19.72 41.69 46.69 18.18 33.78
Bihar* 40.22 18.54 29.89 54.92 20.04 39.16 44.62 18.96 32.57
Maharashtra 65.76 47.40 56.64 68.17 40.30 54.79 66.61 45.02 56.00
West Bengal* 45.65 34.40 40.10 57.39 39.53 48.66 49.60 36.10 42.96
Andhra Pradesh* 49.23 30.62 39.97 45.33 20.80 33.50 48.00 27.65 39.97
Madhya Pradesh* 42.79 18.62 30.97 50.79 16.30 34.64 45.42 17.90 32.14
Tamil Nadu 69.55 53.89 61.84 59.54 33.34 46.79 65.97 46.67 56.80
Karnataka 54.30 36.39 45.25 53.01 27.8£ 40.57 53.88 33.67 43.73
Rajasthan* 42.74 11.49 27.83 56.00 10.60 34.79 47.05 11.21 30.06
Gujarat 59.20 41 -62 50.73 67.71 42.12 55.76 62.08 41.78 52.40
Orissa* 56.60 36.15 46.32 54.75 27.75 41.46 55.96 33.35 44.67
Kerala 39.55 88.58 89.07 88.62 84.87 86.76 89.18 87.12 88.16

Urban

India 72.82 64.72 68.90 78.26 67.06 72.94 74.72 65.52 70.29
Uttar Pradesh* 56.71 46.89 52.07 66.90 53.86 60.89 60.08 49.12 54.94
Bihar* 67.37 54.71 61.36 78.39 61.72 70.76 70.97 56.90 64.36
Maharashtra 81.05 75.24 78.21 85.66 76.51 81.31 82.70 75.68 79.30
Vest Bengal* 70.31 63.40 67.02 78.48 69.93 74.37 73.28 65.81 69.71
Andhra Pradesh* 70.60 64.08 67.37 74.64 60.08 67.57 71.97 62.76 67.44
Madhya Pradesh* 71.38 61.02 66.31 80.36 65.19 73.17 74.57 62.44 68.70
Tamil Nadu 82.87 77.33 80.13 77.63 65.57 71.78 80.09 73.06 77.05
Karnataka 72.85 66.17 69.52 74.43 63.77 69.22 73.40 65.36 69.42
Rajasthan* 66.43 48.98 58.00 77.88 52.30 65.73 70.33 50.08 60.61
Gujarat 74.76 67.65 71.35 82.59 72.56 77.89 77.53 69.34 73.6"*
Orissa* 73.01 62.47 67.80 74.41 60.22 67.60 73.50 61.71 67.73
Kerala 92.84 92.62 92.73 90.72 89.58 90.16 92.00 91.40 SI. 71

* : Educationally Backward States

[Source : Census of India, 1981, computed and cited in Aggarwal Y.P., 'Towards Education 
for All Children - Intent and Reality’, J. Educational Planning and 
Administration, 2 (1&2), 1988]
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CHILDREN ATTENDING SCHOOL (6-11 Years)

1981

Fig. 1: Children attending school (6-11 years)
Variations

Y P a / n i N T v o o i / l l

Inter-State

[Source: Aggarwal, Yash, Towards Education for All children - 
Intent and Reality, J. Educational Planning and 
Administration, 2(1&2), 1988]
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As one moves from the outer to the inner tracks, the magnitude 
of the problem and the drag due to low development of education 
becomes more and more pronounced. The innermost track represents 
the core of the problem of educational development. In Table 
15, data are presented to show the distribution of out of school 
children in certain selected States. It is seen t.hat almost 55% 
of the out of school children in the 6 to 11 year age group are 
in Rajasthan, Uttar Pradesh, Madhya Pradesh and Bihar. This 
analysis emphasises the need for area-based model of educational 
planning.

Table 15
DISTRIBUTION OF OUT OF SCHOOL CHILDREN : 1981

State 6-11 years 11-14 years 6-14 years
Male Female Male Female Male Female

RURAL
Uttar Pradesh*
Bihar*
Maharashtra
West Bengal*
Andhra Pradesh*
Madhya Pradesh*
Tamil Nadu
Karnataka
Rajasthan*
Gujarat
Orissa*
Kerala
Other States 
INDIA

contd...

23 .60 21..57 18..37 18 .. 57 22..21 20.. 61
15. 84 15,. 17 12..73 12 .. 14 15.. 06 14 .. 2C
5. 32 6..23 6.. 66 7 .. 54 5..70 6.. 65
8 .74 7,.92 8 .. 68 7 .. 69 8..72 7 .. 85
8 .05 8..41 9..97 8 .. 77 8 .. 60 8 .. 52
9 .62 10..11 10..09 9..86 9 ..76 10.. 03
3 .23 3 ..67 5..97 6.. 07 4 ..02 4 .. 44
4. 66 5..12 5.,86 5.. 74 5..00 5.. 32
6. 62 7..20 6., 12 7 .. 11 7..30 7 .. 17
3 .73 3..82 3..77 3 ..87 3 ..74 3 .. 84
3 .82 4 ..38 5., 19 5..25 4 ..21 4 ., 66
0 . 66 0 .,54 1 ., 16 0 .,98 0 ..80 0 ., 68
6. 11 5..86 5..43 6..47 4 ,.98 6.. 03

100 .00 100..00 100..00 100..00 100,.00 100.. 00
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State 6-
Male

11 years 
Female

11-14
Male

years
Female

6-14
Male

years
Female

URBAN
Uttar Pradesh* 22. 69 20.46 19.94 17.24 21.86 19 .42
Bihar* 10.32 5.77 5.79 6.28 8.96 5.93
Maharashtra 9.29 9.52 9.16 9.91 9 . 66 9.33
West Bengal* 9.05 8.28 8.68 8.27 8.94 8 . 28
Andhra Pradesh* 8.81 8.68 9. 00 9.79 9.32 9 . 04
Madhya Pradesh* 7 .22 7.72 6.35 7.39 6 .96 7.61
Tamil Nadu 5.77 6.17 10.45 11. 09 7 .17 7 .76
Karnataka 6.87 6.98 7.96 7.86 7.20 7 .27
Rajasthan* 6.22 7.21 4 . 90 6.98 5.82 7 . 13
Gujarat 6.11 5.91 5.39 5.45 5.89 5.76
Orissa* 2.04 2.23 2 .41 2 . 52 2 . 15 2 . 33
Kerala 0. 66 0.54 1.29 1. 06 0.85 0.71
Other States 4.95 10.53 8. 68 6.16 5.22 9.43
INDIA 100.00 100.00 100.00 100.00 100.00 100.00

* denotes educationally backward States.
[Source: Census of India, 1981, computed and cited in Aggarwal, Y.P., 

'Towards Education for All Children - Intent and Reality'.
J. Educational Planning and Administration, 2. (1 & 2),
1988]
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Curriculum and its Transaction
6.2.2 2 The prevailing curriculum of elementary education
suffers from several lacunae, some of which are enumerated below :

a) Viewing the curriculum mostly in the cognitive domain 
and, there too, by and large in recalling facts at the 
time of examinations;

b) Inflexible and unresponsive to the local needs and 
environment;

c) Devoid of the component of skill formation;
d) Lacking in social and cultural in-puts from the 

community;
e) Unrelated to the 'world of work' which exercises a 

strong pull on the life of a large number of children 
after the age of 10 years;

f) Transaction mostly through lectures in a non- 
participative mode;

gj Near-absence of activity-based learning; and
h) Discouraging exploration, inquiry, creativity and 

initiative on the part of the students.
The above deficiencies of the curriculum -and its transaction 

would have to be removed, if UEE is to be made a reality.
Teacher and Administration
6.2.23 The school teacher is at the bottom of a vast
bureaucratic machinery where there is hardly any scope for 
charting a fresh course of action. Burdened with the 
inspectorate system and suffering from a low social status, the 
teacher has, more or less, lost the interest in his/her own 
profession. Since the teacher himself/herself is a product of a 
poor school system and unfair examinations, he/she suffers from 
severe limitations, in terms of knowledge, aptitude for learning 
and understanding of children. These limitations in turn 
constrain the development of the next generation of teachers. 
What measures do we undertake to break this vicious cycle? In 
many attempts to train teachers in new ideas and skills, it is 
observed that no more than 20-25% of them respond 
enthusiastically. What can we do to unleash the unexpressed 
human potential of each of our schools teachers? What pre
conditions would be necessary for beginning this process and 
later to sustain it? If we can answer these questions in 
meaningful ways, the first step towards UEE would have been
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taken. We may as well keep in mind that, at the the time of 
recruitment, the teacher often has to resort to all sorts of 
unfair and unethical means. He/she has learnt to return this 
experience in the same coin at the time of examining his/her 
students. The fate of teachers' postings, transfers and 
applications for facilities under the service conditions is 
determined through political and high-level bureaucratic 
interventions. There is little reflection in the average teacher 
of either Gijubhai Badheka or Montessori or Gandhi's Village 
School Master. With this state of affairs, one faces an up-hill 
task in empowering the school system for the purpose of UEE.

Probing the Policy Framework
6.3.1 There are studies which show that, if the present
demographic, investment, enrolment and retention patterns 
persist, universalisation may continue to be an elusive goal even 
well into the next century. What can be done to influence
these cold projections so that the Constitutional directive is 
achieved within this century and equity ensured for all children 
of India?

It is to answer this question that NPE is reviewed below :

6.3.2 The NPE has correctly emphasised the following two
aspects which are to be part of the 'new thrust' in elementary 
education (Para 5.5).

i) universal enrolment and universal retention of children 
upto 14 years of age, and

ii) a substantial improvement in the quality of education.

The Committee concurs that the issue of enrolment and retention 
can not be delinked from the issue of quality improvement as far 
as UEE is concerend. However, the above list of aspects to be 
emphasised is incomplete as it does not take into account certain 
areas of concern which have a critical bearing on the capability 
of the school to attract and retain children. These additional 
thrust areas proposed by the Committee are :

a) Convergence of services in a habitation/village/ 
mohalla. as has been envisaged, for instance,for 
ensuring girls' access to school education. In this 
case, it ijnplies that holistic day rare for children in 
the 0-6 age group and water, fuel and fodder services 
need to coverage in all those habitations or bastis 
where girls' participation in education is low. Without 
this convergence, a significant section of the girls' 
population may not find it possible to respond to the 
school at all, no matter how much of any one of these 
services is provided singly.
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b) Linkage between the school and the community, as 
discussed earlier has an organic role in UEE. The 
school, being a part of a vast Government 
machinery,stands alienated from the community whose 
children it attempts to teach. For this reason the 
school becomes totally dependant on Government 
financing and infrastructural support. Whatever 
support the general public was providing to the school 
at the beginning of this century, or even at the time 
of independence, has sharply declined.

c) Decentralised and participative mode of planning and 
managing school education are generally talked about 
but rarely brought into practice. This has 
unfortunately reduced the status of the teacher, 
acclaimed as the pivot of our educational system, to 
the level of, at best, a glorified clerk. Neither the 
concerned voluntary agencies and community groups nor 
the general public have any effective say in moulding 
the course of action in education. The entire 
initiative and decision-making powers have become 
increasingly concentrated in fewer and fewer hands over 
the past few decades. The Constitutional amendment of 
1976, bringing education into the Concurrent List, has 
further added to this trend, with the initiative as 
well as accountability fast slipping out of the hands 
of thfe State Governments, not to speak of the 
Panchayati Raj institutions at village, Block or 
District levels.

Recommendations
i) The Policy Statement in para 5.5 of NPE should be 

modified to incorporate the following three areas of 
concern as 'thrust areas':-
(a) Convergence of services,
(b) Linkage between the school and the community, and
(c) Decentralised and participative mode of educational 

planning and management.

ii) Formulation of strategies for UEE must take into 
account the three thrust areas listed above along with 
the two areas already included in para 5.5.
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6.3.3 The policy has certainly done well by emphasising
child-centred approach to education and by pointing out that it 
is the 'best motivation for the child to attend school and learn' 
(Para 5.6) . The Committee's perspective in this regard is 
presented below :

i) Although implied in the 'warm, welcoming and 
encouraging approach' mentioned in NPE, it would be 
better if the policy would explicitly refer to the 
elements of joy, fun, exploration and play as integral 
to learning in the early stages of primary education. 
This explicit mention is required because the 
prevailing educational practice in the school system 
not only excludes these elements, but seems to 
consciously resist their introduction in the learning 
process.

ii) Similarly, the policystatement should emphasise the 
role of singing, drawing, clay-modelling, games and 
particularly all forms of folk art and folk lore in 
enriching the learning process.

iii) It is not clear why the benefit of being 'allowed to 
set their own pace and be given supplementary remedial 
instruction' is restricted only to the first generation 
learners. By implication, the policy would deny the 
other children the advantage of setting their own pace.

iv) The policy emphasises the need to increase cognitive 
learning and the skill component with the growth of the 
child. In the same spirit, the policy should have 
emphasised the role of the affective domain and psycho
motor skills at the earlier stages.

v) Whereas the Committee endorses the declaration of 
retaining the policy of non-detention at the primary 
stage, it is presented in the negative framework of 
detention versus non-detention. Instead, a positive 
concept of continuous, disaggregated and comprehensive 
evaluation as a means cf improving the quality of 
learning should have been emphasised, with a clear 
understanding tnat the concept of a terminal 
examination has no place in child-centred education 
(the widespread antagonism amongst the teachers to the 
non-detention policy in vogue in several States 
probably has its roots in this negative presentation 
and teachers' lack of appreciation of the tool of 
continuous evaluation for qualify improvement).

vi) The policy declares that 'corporal punishment will be 
firmly excluded'. While welcoming this assertion, it 
may be noted that corporal punishment is already 
excluded on paper in most of the States/UTs. Yet it 
persists in most parts of the country. Therefore, the 
policy would have done well by emphasising measures to
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control the socio-cultural, psychological and 
educational factors that justify corporal punishment 
in the minds of the teachers.

vii) Similarly the policy declaration to adjust school 
timings as well as vacations to 'the convinience of 
children7 has been made time and again from several 
public fora. The policy should have, instead, spelt 
out its strategy to mitigate the reasons that have not 
allowed this to happen so far.

Recommendation

The Policy Statement on 'Child-Centred Approach7 in para 5.6 of 
NPE should be modified in order to remove the inconsistencies 
and/or lacunae, as pointed out above.

6.3.4 A close reading of the POA reveals that in its 
view the 'rapid expansion, which was not accompanied by 
sufficient investment of resources7, is responsible for 'a 
deterioration in academic standards7 (Para 1, Chapter II). 
This seems to be rather over-simplification of a 
fairly complex situation. Many other factors are acknowledged 
as determinants of the quality of learning in the schools. The 
Review Committee regards the teachers, the community and the 
social environment as the key factors for moving towards child- 
centred approach and better standards in education. Provision 
of additional facilities to the schools (e.g. Operation 
Blackboard) must be made but it should never be construed to 
imply that this alone would bring about the desired change in the 
schools.
6.3.5 The POA lays a great deal of emphasis on 
decentralisation of planning and educational management. It 
gives a call to political parties and their 'local level 
constructive workers7 to play an important role in bringing about 
an upsurge towards UEE (Para 9) . It further intends to give an 
'effective voice7 to 'women,youth, and the sections of society 
who have remained deprived of educational opportunities7. While 
these proposals are welcome, they lose their meaning since the 
policy adopts strategies and measures that concentrate initiative 
and decision-making in a few hands and discourage participation. 
The highly centralised conceptualisation, planning and execution 
of the two focal strategies adopted by NPE for UEE- i.e. 
Operation Blackboard and Non-Formal Education- are cases in 
point.
6.3.6 As was shown earlier, the reliability of enrolment data 
is in question. Depending upon the local variables, it is 
inflated by a factor of two or more. Yet the POA appears to lay
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considerable faith in the success of the enrolment drive taken up 
in the seventies and eighties, as indicated by the Gross 
Enrolment Ratios rising to the level of almost 98% in 1987-88. 
Consequently, the POA recommends a 'shift from enrolment to 
retention' {Para 13, Chapter II). What is required here is not a 
shift but a contiunation of concern for the dismally low rate of 
'genuine' enrolment as well as for improving retention.
6.3.7 The POA recommends that an attempt should be made to
'switch over to 5+3+2 pattern by 1995 so that it coincides with 
the target year for UEE'. It is not at all clear what 
relationship between the 5+3+2 pattern and UEE is envisaged by 
the POA. This is, however, a significant matter. According to 
the Review Committee, the present mode of curriculum development 
and content planning in the primary and middle schools is 
determined by what is planned at the +2 level. This results in 
unnecessarily burdening the child in the elementary school and, 
at the same time, in not allowing the growth of a holistic and 
self-sufficient view of the first five and eight years of 
schooling respectively. In the present stage of social 
development in most parts of India, a large majority of children, 
even with improved strategies of universalisation, would quit 
schooling after either Class V or Class VIII. It is, therefore, 
crucial that the curriculum development at these two levels is 
aimed to provide for a self-sufficient model of knowledge, skills 
and attitudes within the elementary system such that the majority 
of children can go out into the 'world of work' and continue 
self-learning throughout life. It is not being suggested that 
the +2 level is unnecessary for the majority of our children. As 
education is a sub-system of the social system, the +2 level is 
to become both accessible and important in the life of the 
majority of the children, as the country moves into a higher 
stage of social development. To be sure, this would not come 
about without a drastic overhaul of the present development 
policy and a clear tilt towards equity and social justice in 
national life. Until this happens the +2 level shall remain 
outside the purview of universalisation.

Recommendations
i) While giving due importance to the provision of 

additional facilities to the schools, the Policy must 
also stress the role of the teacher, the community and 
the social environment as key factors in improvement of 
the quality of school education.

ii) Since the present enrolment data are not reliable 
the policy should stress a continuing concern for 
improving both enrolment and retention, as distinct 
from enrolment to retention.

iii) The curriculum at the +2 level should not be allowed

158



to determine the content and process of education at 
the primary and middle school levels. The curriculum 
development for the primary and middle school stages 
should aim at evolving a self-sufficient model of 
knowledge, skills and attitudes so that the majority of 
children who would not proceed to the high schools 
would be fully equipped in enter the 'world of work' 
and continue self-learning throughout life.

Reviewing the Resolve
6.4.1 In Para 5.12, the NPE has stated its 'Resolve' for UEE 
in the following words :

"The New Education Policy will give the highest 
priority to solving the problem of children dropping 
out of school and will adopt an array of meticulously 
formulated strategies based on micro-planning, and 
applied at the grass-roots level all over the country, 
to ensure children's retention at school. This effort 
will be fully coordinated with the network of non- 
formal education. It shall be ensured that all 
children who attain the age of about 11 years by 1990 
will have had five years of schooling, or its 
equivalent through the non-formal stream. Likewise, by 
1995 all children will be provided free and compulsory 
education upto 14 years of age".

The Committee wishes to offer the following comments on the above 
statement.
6.4.2 While appreciating the emphasis in 'Resolve' on solving 
the problem of drop-outs and on ensuring retention, it may be 
noted that no strategy, howsoever 'meticulously formulated' it 
may be, can be effective as long as enrolment is not similarly 
stressed. Under today's conditions, if all of the children 
attending Class I are retained upto Class VIII, it may still 
amount to provision of schooling to merely 50% of the children 
and one-thirds of the girls in the relevant age group. Obviously 
this was not intended by the policy.

9.4.3 The latter half of the 'Resolve' statement is
significant as it makes the following fresh proposals for 
universalisation for the first time in an official document -

a) It views the goal of UEE in two phases - provision of 
primary education for all children who attain the age 
of 11 years by 1990, and of elementary education for 
all children upto 14 years of age by 1995.

b) It is the first time that a policy admits that the

159



school may not be able to reach all children. The NPE, 
therefore, envisages a major role for the non-formal 
stream in moving towards UEE. This is clearly 
reflected in the reference to 'five years of schooling, 
or its equivalent through the non-formal stream'.

6.4.4 The phasing of UEE into two stages- Universalisation of 
Primary Education (UPE) in the first phase and UEE in the second 
phase- has been interpreted by some as a step towards dilution 
of the nation's commitment to the Constitutional directive. This 
negative interpretation is mainly because of the continued 
failure in moving towards universalisation since independence. 
Here, even the NPE's 'Resolve' does not remedy the situation. 
It may be noted that the policy formulated as it was around mid- 
1986 would begin to be implemented only in the academic year of
1987. This left only three years for schooling until 1990 for 
children who would have by then attained the age of about 11 
years. How did then the NPE expect to provide them with 'five 
years of schooling'? Apparently, NPE was fitted in the time
frame of the Seventh Five Year Plan. In this light, the 
'Resolve' to 'meticulously formulated strategies based on micro
planning' seems rather over ambitious.
6.4.5 It could be argued that the intention instead was to 
achieve the stated goal through the non-formal system which would 
lead to educational attainments equivalent to those in the 
primary schools within a period of three years. The Committee 
has not been able to lead itself to accepting such a line of 
thinking.

In this context the Committee went into the question 
whether any reliable data regarding attainments emerging from pre 
NPE, years of implementation of NFE programme was available. 
Based on interactions with the authorities of the Department as 
well as others, the Committee came to the finding that no such 
data were available at the time of formulation of NPE. (The 
evaluation study conducted by NCERT in 1985-86 cn the efficacy of 
NFE was still in progress at the time of NPE formulation and 
hence the Policy could not have been informed by this study. The 
presentation made by the officers of the Department of Education 
before the Committee was mainly in terms of inputs and without 
information on attainment outputs). Yet the NPE's 'Resolve' 
enlarged NFE into a significant parallel sector.
6.4.6 Regarding the new programme of non-formal education 
(NFE), the following features envisaged by NPE/POA are being 
highlighted below:

i) NFE shall strive to reach 'school drop-outs, (for) 
children from habitations without schools, working 
children and girls who cannot attend whole-day schools' 
(NPE, Para 5.8).

ii) The curriculum framework of NFE, though patterned cn 
the lines of the national core curriculum, will le
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'based on the needs of the learners and related to the 
local environment7 (NPE, Para 5.10)

iii) 'Learning material of high quality will be developed' 
(NPE, Para 5.10).

iv) The NFE =;hall promote 'a learner-centred approach', 
'emphasis on learning rather than teaching', 
'continuous learner evaluation', 'creation of 
participatory learning environment' and 'joyful extra
curricular activities' (POA, Para 26).

v) The NFE shall organise activities to 'enable learners 
to progress at their own pace' and to 'learn from each 
other' (POA, Para 26) .
The above listed highly desirable features of NFE are 

indeed relevant to formal schools as well and they are also the 
essence of ths child centred approach mentioned by NPE. The 
criteria mentioned by POA for selection of NFE instructors being 
local, being already motivated, acceptable to the community, 
being preferably from the weaker sections in society, having 
given some evidence of work in the community - are the criteria 
relevant to the selection of formal school teachers also. 
Therefore, it is unclear why the policy has advocated NFE, in 
effect, as a parallel system.
6.4.7 The NPE has further proposed that all measures will be 
taken to ensure that 'the quality of non-formal education is 
comparable with formal education (NPE, Para 5.9). The POA 
elaborates that the scholastic achievements of NFE would have to 
be such that learners' entry into formal structures is 
facilitated. In the ultimate analysis, therefore, the effective 
difference between NFE and the formal school is reduced to the 
former being held in the evenings and the latter in the day time. 
Of course, a number of other secondary differences in terms of 
managerial system, infrastructure, salaries, etc. exist. It 
could be noted in this context that the NPE fully allows for 
'school timings as well as vacations' to be adjusted to the 
'convenience of children' (Para 5.6). Why did the POA,therefore, 
not propose changing the school timings to suit the needs of 
those girls and working children who cannot attend the day 
school? Is it because the school hours cannot be reduced to two 
to three hours per day, as has been done in the case of NFE? Is 
the shortening and staggering of school hours not advisable on 
academic grounds or are there some extraneous factors? These 
questions are not answered by NPE/POA.
6.4.8 The above analysis would lend itself to the inference 
that in POA's perception the formal school is not, in fact, 
amenable to respond to the needs of the child population outside 
the school system through change of its timings.
6.4.9 With regard to NFE, the POA makes the following 
significant observation :

161



"For their healthy development and to ensure that they 
enjoy conditions of freedom and dignity, the education 
system will strive to have all children in whole-time 
schools of good qulity, and till that becomes possible 
they will be provided opportunities of part-time non- 
formal education". (POA, para 8 e)

It is clear that the POA itself places NFE at a level lower than 
the formal school. A feeling widely persists, legitimately or 
not, that NFE is some kind of a second-grade education for the 
poor, while the formal school is meant for those who are 
relatively better off. This feeling has grown in the public mind 
notwithstanding the fact that formal schools themselves are in 
poor shape and provide, by and large, what can be fairly 
described as second grade education.

Recommendation
NPE's 'Resolve7 in Para 5.12 should be modified to :
(a) emphasise both enrolment and retention in the school;
(b) relate fixing of targets to ground-level realities 

through a decentralised and participative mode of 
disaggregated planning, rather than fixing targets in 
an ad-hoc fashion; and

(c) integrate non-formal and formal education systems over 
a period of time such that their cadres, infrastructure 
and management structures would form an organic whole.
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Non-Formal Education

6.5.1 The Non-formal Education (NFE) Programme, introduced 
during the Sixth Five Year Plan, is being implemented since the 
formulation of NPE 1986 as one of the major Centrally Sponsored 
Schemes in the area of elementary education. Although its focus 
is in the ten educationally backward States., it has been extended 
to cover urban slums, tribal areas, hilly and desert tracts and 
special projects for working children in the other States as 
well. In its present form, the scheme extends assistance to the 
State Governments in the ratio of 50:50 for general (co
educational) and 90:10 for girls' NFE centres. Assistance to the 
extent of 100% is provided to the voluntary agencies to run NFE 
Centres.
6.5.2 According to 'Education For All by 2 000', a recent NIEPA 
report, the NFE Programme has the following characteristics:

"In terms of cognitive learning NFE is comparable with the 
corresponding stage in formal education. Attention is to be 
paid in NFE to non-cognitive aspects of learning, just as 
much as we propose in the school system.
It has flexibility to adjust curriculum and textual 
materials to the needs and interests of the learners.
Its total duration is generally shorter than in formal 
education.
The programme can be organised at the time convenient for 
the learners, generally in the afternoons for girls and in 
the evenings for working children.
It is not dependent on highly paid professional teachers but 
is organised by local persons who are specially trained for 
it.
There is the possibility of migration between the formal and 
non-formal systems."

6.5.3 At present, the NFE Programme is operating about 2.4 
lakh centres, including almost 78,000 centres exclusively for 
girls. In addition to the Government centres, more than 350 
voluntary agencies have been assisted to run centres more or less 
on the pattern of the Government project. However, the number of 
centres run by voluntary agencies constitute only about 10% of 
the total number of centres under the programme. A summary of 
the present status of the NFE programe is presented in Table 16.
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TABLE 16
NON-FORMAL EDUCATION PROGRAMME

1987-88 1988-89 1989-90 Total for
(antici 1987-88,
pated by 1988-89 &
31.3.90 1989-90

1. Amount spent 
(Rs.in crores)

38 . 41

2. NFE Centres
brought to function 
(in lakhs)-
cumulative 1.9 3

40.32

2.41

25. 65 
(48.05)*

2 . 60

104.38

2 . 60
3. No. of exclusive 

girls7 centres 
sanctioned- 
cumulative 66.792 66.792

4. No. of volun
tary organisations 
approved for NFE 
programme - 
cumulative 104 296 364 364

5. NFE Centres 
brought to 
function by 
voluntary agen
cies - cumulative

6. Estimated 
enrolment 
(in lakhs)

7. No. of experi
mental innovative 
projects approved 
cumulative

8,747 20,957 24,287

65

24,287

65

11 25 34 34
No. of States/UTs 
covered 15 16 17 17

* The figure in brackets is BE for 1989-90.
[Source: Annual Report, 1989-90 (Part I) , Dept, of Education, 

Ministry of HRD, Govt, of India.]
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Table 17 provides information on the gap utcween the targets and 
implementation with respect to Government-run (both co
educational and girls' centres) and voluntary agency projects. 
Table 18 provides information on Ihe quantum of assistance 
extended to the State Government and voluntary agencies for 
different kinds of centres, since the formulation of NPE.

Table 17

NON-FORMAL EDUCATION : TARGETS VS. IMPLEMENTATION

NUMBER OF CENTRES

Year Projected Implemented

States/UTs 
Co-ed Girls

Voluntary
Agencies

Total States/UTs 
Co-Ed. Girls

Voluntary
Agencies

Total

1987-88 145500 48500 6000 200000 130445 54271 8747 193463

1988-89 198750 66250 10000 275000 15531C 64792 20957 241059

1989-90 251250 83750 20000 355000 153998 77832 25602 257432

[Source: A Status Report entitled 'Review of NPE (1986) Relating to
Elementary & Teacher Education (Briefs), a report prepared by 
the Ministry of HRD (Dept, of Education) Govt, of India, for 
the NPE Reviev Committee, August, 1990.]
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NON FORMAL EDUCATION - CENTRAL ASSISTANCE TO NON-FORMAL PROGRAMME
Table 18

(Rs.in Lakhs)
Year Projected Released

States/UTs 
Co-Ed. Girls

Voluntary
Agencies

Total

1987-88 5965.56 2241.17 1311.33 251.33 3803.83

1988-89 7331.62 1817.91 1260.51 614.56 3692.98

1989-90 9747.56 1425.19 1203.15 667.84 3296.18

1987-90 23044.74 5482.27 3774.99 1533.73 10792.99

[Source: A Status Report entitled 'Review of NPE (1986) Relating 
to Elementary & Teacher Education (Briefs), a report 
prepared by the Ministry of HRD (Dept, of Education) 
Govt, of India, for the NPE Review Committee, August, 
1990.]

6.5.4 - It has already been pointed out how the designs of the 
NFE Programme and the formal school have common features. The 
fact that a majority of today's formal schools are devoid of many 
of these desirable attributes in lesser or -greater degree, need 
not be construed as an indication of basic differences at the 
theoretical level from what has been envisaged for NFE.
6.5.5 The NFE programme has been reorganised on the 
principles of area coverage (on project basis often co-terminus 
with the CD block), micro-planning exercises, improved training 
of NFE instructors and restructured systems of monitoring and 
evaluation. The NFE centres run by some of the voluntary 
agencies, however, are reported to have adopted innovative 
techniques and prepared need-based learning materials. Regarding
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the Government- operated programme., which constitutes more than 
90% of the NFE centres, the NIEPA report has brought out the
following glaring deficiencies of the programme :

"(a) There is generally a lack of conviction. The state 
governments are not willing to commit resources for 
NFE, the administrative system gives it a step-motherly 
treatment, and there is generally a lack of faith among 
functionaries and the families of the children who are 
supposed to benefit from it.

(b) Although there is scope for adjusting the syllabus to 
the special needs of the learners, in fact hardly any 
attempt has been made in this direction.

(c) The quality of instructors and their training leave 
much to be desired. For all practical purposes, 
routinely selected persons serve as instructors and the 
training is so inadequate that the instructor follows 
the methods by which he/she was taught rather than a 
genuinely non-formal method.

(d) The management system is totally deficient for the 
needs. The attempt to group the NFE centres in compact 
projects has had limited success and there are 
unconscionable delays in remittance of funds to 
instructors for their honorarium and lighting 
arrangements. Sometimes learning materials reach weeks 
after the start of the centre.

(e) Funds provided for NFE are far short of the needs. 
The instructor is under-paid and enough learning 
materials are not available. Lighting arrangements and 
instructional equipment are below the acceptable level."
(Education for All by 2000, NIEPA, March 1990)

The field visits organised by the Committee also brought out 
feedback, corroborating some of the above findings.
6.5.6 The Committee also wishes to point out that the NPE/POA 
make an almost arbitrary reference to the use of 'modern 
technological aids' in order to 'improve the learning environment 
of NFE centres' (NPE, Section 5.9). The POA declares that radio
cassette player and other modern technological tools shall be 
provided to the centres. This directive of the policy is 
possibly based upon the following two premises:

i) The chief cause of the less than satisfactory learning 
environment in the NFE centres is the lack of 'modern 
technological aids'.
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ii) Provision of aids such as radio-cassette player would 
necessarily lead to quality improvement.

It is desirable to ensure that the above two premises are rooted 
in reliable educational evidence before embarking upon a major 
programme of investment on technological aids.
6.5.7 A comment on the status given to the NFE instructors in 
the programme seems necessary. The Committee considered this 
issue at two levels - first at the ievel or the policy framework 
and programme design and then at the level of implementation. 
NPE declares that 'talented and dedicated young men and women 
from the local community will be chosen to serve as instructors, 
and particular attention paid to their training' (NPE, Section 
5.9). Indeed, the programme design places considerable faith in 
the instructors for the success of the project. The instructor 
is expected to take initiative of locating the learners through a 
household survey, arrange for the venue with community support 
and adjust the timings of the centre to the convenience cf girls 
and working children. Even more importantly, the instructor :rrast 
create and sustain the learning process on the principle of 
'learner-centred approach* in order to overcome the barriers that 
have so far prevented the working children, particularly the 
girls, from responding to school education. In spite of such 
great expectations from the NFE instructors, the NPE is hesitant 
to accord them a status equivalent of a school teacher, allowing 
for their absorption into the formal system only in 'deserving 
cases1. What more does the NPE expect from the NFE instructor to 
become 'a deserving case'? The NPE does not provide answer for 
this.
6.5.8 At the level of implementation: The NFE instructor is 
paid an emolument of Rs.105/- per month in the case of primary 
level centres and upto Rs.150/- per month in the case of upper 
primary (middle) level centres. It is officially stated that 
this emolument is to be viewed only as an honorarium and not a 
salary, since the instructors are supposed to be having other 
sources of income. The instructor is considered a volunteer in 
the programme. However, it is widely reported that most of the 
instructors look upon their - engagement in the programme as 
regular employment and, therefore, hope to be absorbed in the 
formal school system with appropriate salaries and service 
conditions at some distant future. Since the NPE/POA do not 
propose to meet this expectation of the instructor, the 
programme design does not provide for any measures for 
upgradation of the qualifications and training leading to 
eventual absorption of the instructors in the school system.
6.5.9 The above dichotomy in the cadres of NFE and the formal 
school is a trap which is beginning to constrain the entire NFE 
programme in ways which were possibly not anticipated. On the 
one hand, the instructors would not have the necessary motivation 
due to low emoluments, except in some special situations, to 
perform at a higher level over long periods of time. On the 
other hand, the Government would neither provide for higher
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emoluments nor build in measures of upgradation of NFE 
instructors and their eventual absorption in the school system. 
In this context, the NPE had aptly resolved that the effort of 
ensuring 'children's retention at school' will be 'fully, 
coordinated with the network of non-formal edcation' (NPE, 
Section 5.12). However, what has been implemented ensures that 
the two cadres of education, the NFE instructor and the school 
teacher, as well as the two management structures, would always 
remain parallel to each other. Hence, this dichotomous 
arrangement of parallel cadres and systems of NFE and the formal 
school is in contradiction with the stated goal of NPE linking 
the two organically as an integrated instrument for achieving 
universalisation.
6.5.10 One more feature of NFE seems to be incongruous with 
its goals. In spite of claims otherwise, the Programme never 
provided for measures to weave NFE into the life and need-pattern 
of the working child, or the girl child. The only dimension that 
received stress during implementation in most States was on 
making NFE equivalent to the formal school in terms of learning, 
according to what has come to be known as the Madhya Pradesh 
Model. The 'work-oriented' and 'awareness-oriented' models of 
Non-Formal Education, advocated by an official document, have not 
been implemented, except in the case of a handful of dedicated 
voluntary agencies. The pre-policy efforts towards participative 
development of relevant learning materials in CAPE (a NCERT 
Programme) remained by and large marginal as its lessons did not 
make visible impact even on NFE.
6.5.11 As already pointed out, the departmental presentation 
of NFE programme before the Committee focussed attention on 
inputs, that is, implementation in terms of expenditure incurred, 
number of centres opened, the estimated number of learners 
enrolled etc. No concrete information was furnished to the 
Committee on outcomes in terms of cognitive learning or even 
performance as judged by regular attendance and functioning of 
the centres. On the other hand the department pointed to 
implementation of a few 'outstanding projects' operated by 
voluntary agencies. On account of this, the Committee could not 
derive from the Departmental presentation, the totality of the 
picture regarding the NFE programmes as seen by Government.

Recommendations
i) Over a period of time non-formalise the formal school in the 

following ways:
(a) Shifting of the school timings to early morning hours, 

after-noons or late evenings, as per the convenience of 
the majority of children and in consultation with the 
Village Education Committee and the Educational 
Complex;

169



(b) Adjusting school calendar to agricultural activities, 
local cultural engagements and the weekly markets with 
a view to optimise school attendance;

(c) Introducing child-centred approach with concomitant 
reduction in school h o u r s , but an increase in the 
learning h ours. This would come about through 
utilisation of improved pedagogic practices involving 
elements of inquiry, play-way, activity, creative 
writing, peer group learning, experimentation etc. 
Creative use of singing, drawing, story telling and 
particularly of folk-lores and folk-arts would enrich 
the pedagogic practices.

(d) Linking atleast one day care centre, providing holistic 
services for children in 0-6 age group, with the school 
in both physical as well as programmatic terms; the 
school should adopt the playway and activity-based 
approach of ECCE from the day care centre; the 
Anganwadi workers may be viewed as associates of the 
school staff;

(e) Wherever required and feasible, holding of classes 
twice in the day- mornings for the written tradition 
and evenings for oral tradition, games and cultural 
action;

(f) Introducing 'ungraded class room' which would encourage 
all children at different levels of learning to set 
their own pace;

(g) Relating content and process of learning with 
environment and life of the community; and

(h) Allowing all working children, particularly the girls, 
to drop-in the school at any time of the day or the 
year they want; also encouraging the children of 
migrant families from other villages/habitations/towns 
to similarly drop-in (this flexibility becomes possible 
as a direct consequence of the 'ungraded class room' 
approach).
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ii) For the purpose of non-formalisation of the school, it
would be essential to restructure the appointment, placement
and training of teachers in the following ways:
(a) In addition to the regular teaching staff, empower the 

Head Master/Head Mistress to recruit 'para-teachers' 
(Shiksha Karmis)* for the early morning or evening 
classes and/or habitations/villaaes/mohllas still 
unserved by a school.

(b) Although the appointment of the 'para-teachers' would 
be probationary for a period of two to three years, 
she/he shall be paid a respectable emolument, which in 
no case shall be lower than one-third (preferably, it 
should be one-half) of the salary of the school teacher 
or the local minimum wage level, whichever is higher;

(c) As far as possible, the 'para-teacher' should be 
recruited from the local community, with preference 
being given to women; if necessary, young persons with 
commitment and aptitude for working with children 
having even less than minimum qualifications could be 
recruited, provided they are willing to upgrade their 
educational qualifications within the probationary 
period through the open school system;

(d) The regular school teacher and the 'para-teacher' shall 
be inter-changeable in terms of teaching 
responsibilities;

(e) At the end of the probationary period, the 'para- 
teacher' should be absorbed as a regular school teacher 
provided she/he has been able to upgrade her/his 
educational qualification to a certain minimum level 
(say, class XII) and ensure a concrete move towards 
enrolment and retention of all children in the 
community who were earlier outside the ambit of the 
school; and

(f) Organise the training of the 'para-teacher' along the 
lines of the 'Internship Model' wherein the training 
emerges from and is integrated into the empirical 
experience of the class room; a sandwitch programme of 
internship and in-service training would be evolved by 
the DIET in consultation with the Educational Complex; 
the training staff would comprise of the senior 
teachers of the local school as well as the Educational 
Complex and also the DIET personnel.

The concept of a ' para-teacher' is somewhat similar to the 
concept of Shiksha Karmis practiced at present in Rajasthan 
on an experimental basis with a view to reach-out to 
unserved habiations.
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iii) In order to non-formalise the formal school, the following 
package of measures would have to be adopted as a 'pre
condition ':
(a) handing over the effective control of the school, 

including the appointment, posting and promotion of 
teachers, to a co-ordinated management system involving 
the school, Village Education Committee and the 
Educational Complex.

(b) empowering the local community, especially under
privileged sections of the society with assignment of 
specific role to women groups, to monitor and support 
the school.

(c) develop the school into a community school which would 
take active interest in social and cultural life of the 
village and welcome contribution by members of the 
community in both the planning and the teaching 
process; the school would also act as a nucleus of 
multiple social welfare services provided by the 
Government, including health, early childhood care and 
education, women's education, adult education etc.

(iv) Modern technological aids should be introduced only
when their role is established on the basis of the 
class room experience through a participative mode 
involving teachers and teacher-trainers; any hasty 
measure to introduce such aids (e.g. radio-cassette 
player, TV or VCR) would only lead to waste of valuable 
resources. These should be introduced only where 
teacher asks for the same based on full needs.

Operation Blackboard
6.6.1 The NPE recommended the launching of a phased drive,
symbolically called Operation Blackboard, as a Centrally 
Sponsored Scheme aimed at bringing about substantial improvement 
in the facilities of primary schools run by Government, Local 
Bodies and Panchayati Raj and recognised aided institutions. It 
has the following three interdependent components:

"- Provision of a building comprising at least two 
reasonable large all-weather rooms with a deep varandah 
and separate toilat facilities for boys and girls;

- At least two teachers in every school, as far as 
possible, one of them a woman; and
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Provision of essential teaching and learning materials 
including backboards, maps, charts, toys and equipment 
for work experience."

(Annual Report, 1989-90, Part I, Ministry of HRD, Dept, of 
Education)

6.6.2 While central assistance to the extent of 100% is to be 
provided for the appointment of the second teacher in the single 
teacher schools and for the purchase of materials, the State 
Governments were expected to find their own resources for the 
building. Regarding the cost of construction cf buildings, the 
POA recommended that school buildings be the first charge on the 
funds of the National Rural Employment Programme (NREP) and the 
Rural Landless Employment Guarantee Programme (RLEGP), now known 
as the Jawahar Rojgar Yojana (JRY).
6.6.3 The scheme was designed to cover the primary schools in 
all the blocks/municipal areas in a phased manner. The target 
was set at the level of 2 0% of blocks/municipal areas during
1987-88, 30% of them during 1988-89 and 50% during 1989-90. 
Tables 19 and 20 present data on the projections made for 
Operation Blackboard and the extent of it's implementation. From 
these data, it is clear that the targets were not fulfilled, with 
only 33% of the schools receiving equipment and less than 25% of 
the schools completing their construction programme. About 
three-fourth of the sanctioned posts for the teachers were filled 
up. A total amount of Rs.373.32 crores has been spent under the 
scheme during the past three years.
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Table 19 

OPERATION BLACKBOARD 

WHERE DOES IMPLEMENTATION STAND ?

PROJECTED

Coverage of Blocks/ 
Municipal Areas

1987-88

20%
Central Allocation Total 99.85

Equipment 41.19

Teachers 58.66

Estimated requirement 240.00 
School Buildings

SANCTIONED

Coverage Blocks 26.9% 

Central Allocations Total 110.61

Equipment

Teachers

Requirraent for School 
Buildings

Coverage

84.14

29.47

265.00

Blocks

Schools

Teachers

1988-89 
(Rupees in Crores)

30%

219.20

72.56

146.64

360.00

28.02% 

135.73 

8 1 . 2 1  

48.52

354.00

4076

3.05 lakhs 

78,492

School Bldgs. 1,15,135
IMPLEMENTED

Teachers appointed 57,835
Schools constructed 25,970
Schools under construction 35,145
Equipment supplied worth Rs. 73.69 crs.

1989-90

50%

423.20

129.92

293.28

Total
(1987-90)

1 0 0%
742.25

243.67

498.58

600.00 1,200.00

9.13%

126.98

54.36

72.62

75.00

64.05

373.32

225.71

150.61

694.00

(64.03%)

(58.7%)

(53.02%)

(47.8%)

(73.68%)
(22.5%)
(30.57%)
(33.05%)

[Source: A Status Report entitled, 'Review of National Policy 
on Education-1986 relating to Elementary Education and 
Teacher Education (copied of slides), a report 
presented by the Ministry of HRD (Dept.of Education) to 
the NPE Review Committee, August, 1990]
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Table 2 0 
OPERATION BLACKBOARD

1987-88 1988-89 1989-90 Total
(1987-88)

Amount spent 
(Rs.in crores) 110.61 135.73 126.98 373.32
Amount committed by 
States for School 
Buildings 
(Rs. in crores) 300.00 340.00 79 . 00 719.00
No.of States/UTs 
covered 27 22 22 -
No.of Blocks covered 1703 1795 578 4076
No.of Schools covered 
(in lakhs)

1. 13 1.40 0. 52 3.05

Percentage of primary 
school covered 21.42% 26.41% 9 . 87% 57.70%
Post of Primary 
Teachers Sanctioned 36891 36327 5274 78492

[Source: Status Report entitled, 'Review of National Policy on 
Education-1986 relating to Elementary Education and 
Teacher Education (copies of slides), a report 
presented by the Ministry of HRD (Dept.of Education) to 
the NPE Review Committee, August, 199 0]
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6.6.4 To be sure, Operation Blackboard is a laudable scheme
as it has helped focus national attention on the paucity of 
facilities in our schools. However a closer scrutiny of the 
policy framework and the design of the scheme reveals the 
following problems -

i) Whereas the policy correctly emphasises the need to 
involve 'Government, Local-Bodies, Voluntary agencies 
and individuals', it was essentialy a government 
formulated scheme, centrally directed. Central 
direction under the scheme went to the extent of 
preparation of standard list of the materials to be 
supplied to each primary school in the country. The 
list initially was prepared in 1986 for being included 
in POA and later modified by NCERT in collaboration 
with the Bureau of Indian Standards. There is no 
demonstrable evidence that genuine participation of any 
group or individual outside the Government machinary, 
or of even the State/UT Governments was sought 
thereby ignoring the vast field experience existing in 
different parts of the country in such matters.

ii) The POA proposes that the project for Operation 
Blackboard is to be prepared 'on the basis of survey of 
these facilities in each school in that block/municipal 
area' (POA, Para 22). Given this intention, it is not 
clear why a uniform list of material was recommended 
for all schools, especially in view of the wide 
diversity that exists in schools in -different parts of 
the country.

iii) The design of the scheme demands that the State 
Governments commit funds for the building and also be 
prepared to accept the liabilities of the second 
teachers' salary after the completion of the first 
phase, probably in the latter part of the Eighth Five 
Year Plan. Due to this stipulation, several 
States/UTs did not find it possible to fully benefit 
from the scheme since they lacked funds to fulfil their 
part of the commitment

iv) It is reported that many of the women teachers 
appointed in the scheme sought their transfer out of 
the single teacher schools as the respective villages 
lacked accommodation and other basic amenities.

v) The provision of material did not match with any ground 
level preparation to utilise it for improvement of the 
learning environment. The mass teacher training 
programme (PMOST) implemented in pursuance of NPE, 
lacked elements that are necessary for equipping the 
teachers with either the motivation or Lhe skill to use 
the material for organizing a child-centred process.
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6.6.5 The centralised and non-participative mode of Operation 
Blackboard is reflected in a number of ways in the standard list 
of material prepared by NCERT . For instance, the list includes 
items such as skipping rope, swing rope with tyre, trash cans and 
school bell, all of which can be and are easily mobilised at the 
local level. Another instance concerns the list of the 
primary science Kit in the POA which originally cost only 
Rs.400/-, but was later substituted by a several-fold more costly 
kit prepared under the Indo-German Project. The relationship 
between this costly kit and the Primary School curriculum is yet 
to be established. This substitution of the kit is not in 
accordance with the spirit of para 5.7 of NPE which calls for 
involvement of local bodies. It is unclear why NCERT did not 
instead seek consultation from the rich field-based experience 
in preparing science kits which has been gained by All India 
Science Teachers Association TIFR's Homi Bhabha Centre for 
Science Education (Bombay), Hoshangabad Science Teaching 
Programme (M.P.), Vikram Sarabhai Community Science Centre 
(Ahmedabad) and many other bodies over the past several decades. 
Further, during the public interactions, the Review Committee was 
told how a Secretary of a State Education Department had to take 
risk in replacing the musical instruments (harmonium, dholak 
etc.) included in the standard list by local instruments on 
persistent demand from the teachers and students alike. The POA 
has also listed radio-cum-cassette player whose role in the 
learning process at the primary stage is yet to be demonstrated. 
The basic point which is being made here is that any meaningful 
kit/material for a child-centred learning process must be based 
on the following parameters :

a) It must emerge out of and be related to the growing 
awareness of the local teaching community about the 
need for such items.

b) Only those materials should be supplied from outside 
which can not be mobilised by the children and teachers 
locally.

Both of these parameters were not conformed to under Operation 
Blackboard.
6 .6.6 Another aspect of the problem related to the centralised 
nature of the scheme has been highlighted in a letter presented 
to the Review Committee by the Secretary of the Department of 
Education, Govt, of West Bengal. While giving reasons for State 
Government's inability to fully benefit from the scheme, the 
Secretary pointed out that West Bengal, in contrast to most other 
States, is not a teacher-deficient State. The State, however, is 
poorer in the proportion of schools having a pucca building than 
most other States. The effort of the State Government in 1986-87 
to persuade the Ministry of HRD to permit the use of the 
Operation Blackboard funds for construction of buildings, did not 
bear fruit . The Secretary states, "Had we been able to secure a 
reasonable part of the funds for our building construction we 
would not have had difficulty in making good our building
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deficiency. Clearly, the scheme has been heavily biased in 
favour of teacher deficient States as compared to building 
deficient States". This lack of flexibility of a Centrally 
Sponsored Scheme to respond to the differing need patterns in the 
country raises an issue of major concern.

Reconmendations
i) The question of continuance of Operation Blackboard as 

a centrally sponsored scheme may be treated in the 
light of recommendations made by the Committee in 
regard to Centrally Sponsored Schemes as a whole in the 
Chapter on Decentralisation and Participative 
Management.

ii) The State Governments should devolve all decision
making powers concerning Operation Blackboard to the 
Educational Complexes which would seek consultation 
from DIETs on the one hand, and the concerned school 
and the Village Education Committee, on the other hand, 
for planning and implementing the scheme.

iii) The schools and the Village Education Committees, made 
fully responsible for UEE in their respective areas, 
should undertake a micro-planning exercise for working- 
out their requirements under Operation Blackboard and 
be accountable for its implementation.

iv) Operation Blackboard must be given the status of one of 
the priority strategies for UEE, but, at the same time, 
it should be ensured that investment is made only on 
those items whose need has been established by the 
teachers and other related persons on the basis of 
micro-planning and class room requirements.

v) For posting women teachers in the villages, it would be 
best to select them locally, wherever possible, or else 
make provision for their accomodation, security and 
other support services.

Moving Towards UEE
6.7.0 Based upon the analysis of NPE/POA and indentification 
of problems and issues as presented in the pervious Sections, the 
Committee now in a position to formulate strategies and suggest 
measures for moving towards UEE within this century.
Quality and Relevance of Education
6.8.1 Table 21 presents a summary of information recently 
made available by the National Sample Survey (42nd Round) 
regarding the reasons for never enrolling in/dropping out of 
schools. About one third to one-half of the out of school
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children find school either boring, irrelevant or threatening 
(i.e. failure in examinations). Almost another 40 to 45% of them 
have to stay away from school due to economic compulsions as well 
as the demands of home or family life. These data suggest that 
a fairly significant proportion of the out of school children can 
be brought into the ambit of school education provided education 
is made enjoyable, challenging and relevant.

TABLE 21 
A SUMMARY CF

PEASONS FOR CHILDREN NOT ENTERING THE SCHOOL AT ALL OR
DROPPING OUT

(cf. Tables 22 and 23)

S. No. Reasons Not Enrolling 
(%) .

Dropping Out 
(%)

1 . School facilities not 
available

8-10 -

2 . Not interested about 30 about 2 6
3. Economic Compulsions 37-40 about 36
4 . Domestic Chores 6-7 6-8

5. Failure - 16-20
6 . Other reasons 13-17 10-16

[Source: Based on Table Nos. 7 & 9 of National Sample Survey 
Report, 42nd Round (1986-87)]
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Table 22

PERCENTAGE DISTRIBUTION OF DROP-OUTS BY 
REASON FOR DISCONTINUANCE : ALL INDIA

SI.
No.

Reason for 
discontinuance

R
Males

U R 
Females

A L 
Person

U
Males

R B 
Females

A N 
Person

(1) (2) (3) (4) (5) (6) (7) (8)

1 . Not interested in 
education/further 
study

26.57 33.25 26.26 23.62 28.47 25.60

2. Participated in 
household economic 
activity

26.80 9.38 19.17 22.80 6.71 16.28

3. Other economic 
reasons

20.63 14.97 17.11 24.15 15.42 20.58

4. Domestic chores 2.01 14.25 5.54 2.20 15.93 7.77

5. Failure 18.43 16.68 16.2? 21.28 18.77 20.27

6. Others 5.56 11.47 15.63 5.95 14.70 9.50

7. ALL REASONS 100.00 100.00 100.00 100.00 100.00 100.00

[Source: Table No. (7) National Sample Survey, 42nd Round (1986-87) -]

6.8.2 What is striking about the data released by the Report 
of the National Sample Surve (42nd Round) is that the category 
of 'Not Interested' and 'Failure' has emerged as the single najor 
cause for the children to stay out of school (see Tables 22 and 
23). In the words of the Report itself "one can not rule out the 
possibility that in the case of some (persons) reporting economic 
or domestic reasons for discontinuation of their studies the real 
reason may be lack of sufficient interest in pursuing their 
studies." While economic reasons may constitute another major 
category for keeping the men out of school, the category of 
domestic duties, including household economic activities, is a 
significant reason for the women to keep away from school.
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Table 23

PERCENTAGE DISTRIBUTION OF PERSONS AGED 6 AND 
ABOVE NEVER ENROLLED AS STUDENTS BY REASONS 
FOR NON-ENROLMENT : ALL INDIA

SI.
No.

Reason for 
non-enrolment

R
Males

U R 
Females

A L 
Person

U
Males

F B 
Females

A N 
Person

(1) (2) (3) (4) (5) (6) (7) (8)

1. Too young to 
go to school

5.70 3.88 4.61 6.71 3.63 4.73

2. Schooling 
facilities not 
available

9.94 10.46 10.25 5. 36 9.00 7.89

3. N'jt interested 25.18 32.. 32 29.46 23.46 32.90 29.55

4. For participation 
in h.h. economic 
activity

18.61 9.04 12.98 17.11 6.83 10.48

5. Other economic 
reason

31.12 23.56 26.59 34.76 22.59 26.91

6. Attending domestic 
chores

1.27 9.87 6.42 0.90 10.70 7.22

7. Waiting for 
admission

0.96 0.51 0.69 1.36 0.80 1.00

8. Other reasons 6.96 10.37 9.00 9.83 13.56 12.23

ALL REASONS 100.00 100.00 100.00 100.00 100.00 100.00

[Source: Table No.(9) National Sample Survey, 42nd Round (1986-87)]
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6.8.3 The child-centred approach along with measures such as 
ungraded class-room and relating content and process with 
environment and community life shall be the chief instruments for 
making education both enjoyable and challenging. Possible ways 
of achieving this aim would be elaborated later in this chapter 
by presenting certain models.
6.8.4 The element of relevance of education is linked with 
the issue of vocationalising the entire educational process. An 
important aim should be to gradually move towards formation of 
productive skills amongst school children as they advance in age, 
to be followed latter by providing for both formal and non-formal 
vocational courses.

Reaching Out
6.9.0 For children who do not respond to the measures
suggested above for the improvement of the quality of education 
it would be necessary to enable the school to reach out to them 
in terms of both time and space.

Recommendations
A set of measures to achieve this purpose is presented below:

i) Provide each habitation with a population of 300 or 
more with at least one Primary School by the year 2000 
(this implies an additional 1.22 lakh schools as per 
1986 data). In the meantime, each such habitation may 
be served by a 'para-teacher' linked to the nearest 
Primary School.

ii) Provide each habitation with a population of 500 or 
more with at least one Middle School by the year 200C 
(this implies 2.5 lakh additional schools as per 1986 
data) . In the meantime, each such habitation may be 
served by a 'para-teacher7, linked to the nearest 
Middle School.

iii) A network of 'para-schools', linked to the nearest 
Primary School, should be started such that all 
unserved habitations with population of less than 300 
would be served by at least one 'para-school' by the 
end of the Eighth Five Year Plan period.

iv) A network of 'para-schools', linked to the nearest 
Middle School, should be started such that every child 
has access to a 'para-middle school' within one km. of 
residence by the end of the Eighth Five Year Plan 
period.
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v) In starting 'para-schools', whether at primary or 
Middle level, priority should be given to the 
habitations having enrolments and retention rates for 
girls below the State average.

vi) In order to reach out to the children who are engaged 
in the workforce during the day time or the girls 
engaged in domestic chores, it would be necessary to 
organise 'para-schools7 either early in the morning, 
afternoons or late in the evening, depending upon the 
convenience of the children. These 'para-schools7 may 
be run by the school teachers who reside in the same 
village or nearby. Alternatively, the school may 
recruit fresh 7para-teachers-7 even for the habitations 
which have a school.

vii) For children who are engaged in wage labour in 
organised or unorganised sectors for durations 
extending beyond the stipulated 8 hour period and 
especially for those children who are engaged in 
hazardous industries*, it would be necessary to go 
beyond the measure of opening -para-schools' within the 
habitation or in the evenings. For this 'hardcore' 
measures involving provision for opportunity costs and 
mid-day meals may become necessary. In addition, 
strict implementation of child labour laws in such 
'hardcore areas' would become an essential 
'educational' task.

Convergence of Services
6.10.0 The Committee has already dealt with the issue of
convergence of services, especially in the context of girls 
engaged in work both within and outside home. It is reiterated 
that a detailed plan of providing for convergence of services for 
each habitation would have to be prepared by the Educational 
Complex through participation of teachers, Anganwadi workers, 
Village Education Committees and functionaries of Block-level 
development and Social Welfare Departments of the Government. 
Participation of concerned and competent voluntary groups in this 
process should be encouraged.

Hazardous conditions often amounting to inhuman conditions 
exist, for instance in the glass factories of Ferozabad 
(U.P), slate pencil making in Mandasaur District (M.P), 
carpet-making in Mirzapur (U.P) and match-stick making in 
Sivakasi (Tamil Nadu).
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School. Para-school and UEE
6.11.1 The Committee proposes that each school, Primary or 
Middle, may be made fully responsible and accountable for UEE in 
all the vi 11 ages/habit at ions/mohal las in the area of its 
coverage. For this purpose, the Head Master/Head Mistress should 
be given the necessary authority and funds to organise 'para- 
schools' both for reaching out to unserved habitations and to 
sections of child population unable to come to the school in the 
day hours. Wherever desirable, the timing of the school itself 
may be changed to suit the convenience of children, but this 
decision is to be made entirely at the local level by the school 
staff in consultaiton with the Village Education Committee. The 
Educational Complex may also be involved for the purpose of co
ordination and technical advice. Indeed, the school should be 
given the decision-making power in association with the 
Educational Complex to formulate its strategy for UEE for the 
area of its coverage. This implies that the school shall decide, 
on the basis of micro-planning, the specific mix of 'para- 
schools', adult education, continuing education, or whatever else 
is considered necessary.
6.11.2 The 'Para-School' shall have the following attributes :

a) It shall be an integral part of the local Primary or 
Middle School.

b) It shall be organised either in response to the spatial 
need of the unserved habitations or to suit the 
convenience of children in terms of time.

c) It shall have all the attributes of the non-formalised 
school, as proposed earlier in this chapter.

6.11.3 The 'para-teacher' shall be recruited by the Head 
Mistress/Head Master of the school in consultation with the 
Village Education Committee and Educational Complex. She/he 
shall be viewed as part of the school staff, but on a 
probationary period of two to three years. Other conditions of 
service, criteria of evaluation and eventual absorption as a 
regular school teacher have been discussed earlier in this 
chapter.
Child-Centred Class Room
6.12.1 A non-formalised child-centred class room requires a 
certain philosophical orientation and understanding of child 
behaviour which has so far not informed curriculum planning and 
educational practice in the prevailing school system. Some of 
these attributes are enumerated below only to illustrate what is 
proposed (this is not an exhaustive list).
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i) The focus in a child-centred class room is not on the 
teacher, but on the child. Hence, the teacher needs to 
recognise the nature, problems and the attitudes of the 
children and accordingly evolve his/her own practices 
of motivating them, teaching, disaggregated evaluation, 
and responding to what may be an undesirable behaviour.

ii) Like the children, the teacher is also continuously 
learning and acquiring new experiences.

iii) The rules governing the learning process are not rigid 
or fixed. The teacher and the children continuously 
explore, discover, adopt and formulate fresh set of 
rules according to the emerging situations and 
challenges in the class room. At the same time, it can 
not be denied that the teacher is guided in this 
process by a broad theoretical framework.

iv) Along with knowledge, the method of arriving at 
knowledge is equally important. The method of 
acquiring knowledge is built-up from and is re
integrated into the every day experiences of children.

v) The teacher is always aware that children too have 
their own thoughts and frame-work through which tney 
perceive the world.

vi) In this atmosphere, freedom from all kinds of fears, 
for children and teachers alike, provides the most 
conducive basis for learning. How can corporal 
punishment have any place in this process ?

vii) Ideally speaking, no external agency can have a 
meaningful say in matters such as learning objectives, 
pedagogic practices, content or learning aids and 
seating arrangement. Suggestions and guidelines by the 
external agency can at best serve as a reference point 
for the teacher and the children. It is upto them to 
accept, adopt, modify or, if necessary, reject them.

6.12.2 It is in the above perspective that the Committee
presents here two models or approaches to a child-centred class 
room. These have been formulated by those who have practiced 
them and reflect their personal experiences. By no means, are 
these to be taken as exhaustive statements. On the contrary, 
these may have left many a question unanswered or may even 
exhibit lacunae.
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Model I*
"Primary education can be of any use only as a process 
which equips the learner to use her own mental and 
physical resources to continuously improve her 
abilities to deal with the outside world and also to 
organise her own experiences in a better manner. With 
this perception, the definition of minimum levels of 
learning will not limit itself to what has been learnt 
in terms of 3 Rs and other skills, but would 
necessarily have to include what attitude towards 
learning has been inculcated and how far the ability to 
learn has developed. Not only the acquisition of 
knowledge, but also the ability to participate in the 
process of generation of knowledge becomes important.
As a result, the ability to use one's own faculties 
acquires significance. This ability can not be 
transferred as a finished product - it can only be 
developed through participation in the educational 
process. Here the child does not remain a passive 
recepient, she becomes an active participant.
Improvement in quality of education would mean 
preparing our schools to facilitate such a process. 
The child's active participation is possible only at 
her own free will and at her own level. This implies 
an ungraded class where freedom of pace and freedom to 
question become cardinal principles. The strongest 
motivation for a child to learn is the intellectual 
thrill of learning something new or of mastering a new 
skill. Therefore ungraded class, organised to provide 
frequent new learning experiences, would keep the child 
interested in the school. This will take care of those 
who drop-out because of lack of interest.
Once we accept freedom of pace, each class would have 
children at different levels of development. We can 
have vertical grouping in the school. That is, we can 
have children of all ages and all levels of development 
in the same class, learning at their own levels at 
their own pace. Such class-rooms will welcome
children as young as 2 years. Therefore, some of the 
children who can not come to school because they have 
to look after their younger brothers and sisters can 
come to class along with the younger children.

Contributed by Shri Rohit Dhankar of Digantar School, 
Dist. Jaipur, Rajasthan.
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This kind of system will also eliminate the fear of 
failure and competition.
The school, once freed from the chains of the formal 
system, can be quite flexible. Different groups of 
children can come at different times and exciting 
activities could be organised to be continued by the 
children themselves out-side school hours as well. If 
we have a broad-base and open-ended curriculum scheme 
rather than a fully worked-out curriculum, then the 
teachers can develop different learning programmes for 
different groups of children, taking into consideration 
their special problems, including the problem of lack 
of time for attending school regularly.
Selection of teachers for such schools can not be 
merely on the basis of degrees and certificates. Many 
more qualities of character, and concerns of an 
individual have to play an important role.
Most of such qualities and concerns can, however, be 
developed, given the right kind of orientation in a 
challenging environment. To train such teachers, each 
school would have to become a training school and every 
experienced and concerned teacher would have to become 
a teacher trainer.
Apart from providing the schools with material 
facilities, a whole lot of new material and teaching 
methodologies would have to be developed.
In teacher training and material development, schools 
in a given small area can function as a group (i.e. 
Educational Complex), so that expertise available can 
be used optimally and time and resources may not be 
lost in duplicating efforts.
DIETs can have a lot to contribute as well as to learn 
by participating in a teacner education programme based 
on and built around class-room practice".

Model II*
"The learning programme in such a classroom is based on 
principles of child development - that children learn 
by being actively engaged in the process of learning, 
by discovery and exploration, by concrete experiences, 
by repetition leading to mastery, by meeting the 
challenge of graded tasks suited to their ability, at 
individual pace and stvle. by imitation of role models

Contributed by Smt. Mina Swaminathan of Madras.
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and peers, by observation, and by participation in 
group activity, and so forth. Knowledge about the 
learning styles and needs of children, aged 4-12, will 
form the basis of programming. Since intrinsic 
motivation is based on pleasurable experience, 
enjoyment is an essential learning strategy. Learning 
must be fun, not just to keep children happy, which is 
also important, but basically to keep them learning 
without external rewards and punishments.
The characteristics of such a classroom will be 
individual and group activity on graded tasks, using a 
variety of materials, drawn from the local environment. 
The role of the teacher is to prepare the materials, 
set the tasks, guide and assist the children, and 
assess their progress, encourage and motivate them in 
learning. Essential pre-conditions are the
availability of plenty of materials (these can be 
locally available at low cost, but must be sufficient 
in quantity) and skills in forming and guiding group 
and individual activity of children. The teacher must 
know how to prepare and set tasks. To begin with, 
these may be set orally - for example, counting 
something in the compound, classifying, drawning, etc. 
As soon as children can read, tasks can be set on 
slates, work sheets or work cards. Reading and 
following the directions on a work card is itself a 
reading and comprehension task as well as test.
The teacher should have before her/him concrete tasks 
and objectives, preferably in a fixed time-frame. 
Instead of having to complete an inflexible text book 
or syllabus in a given time, the teacher may have a 
concrete objective like helping the children to be able 
to recognise a certain number of words, or perform 
certain calculations.
The local environment should be the source of 
materials, ideas, games, tests, challenges and tasks. 
No set books should be introduced as readers for the 
first year. Instead, a variety of materials, pictures, 
cards, notices, etc. should be collected or prepared by 
the teacher.
Once the tasks are set, the teacher should be free to 
use whatever methods she/he can devise, with 
appropriate aids.
Regular skilled guidance, help, support and supervision 
is required to help new and young teahers to develop 
materials, organise group and individual activity, etc. 
and to strengthen their self-confidence and motivation.
Since peer learning and working together are to be 
encouraged, and children may help each other to learn
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and explore activities together, there is no room for 
competition between individuals. Co-operation and 
mutual support would be essential to help all children 
learn.
Since children learn at different speeds and in 
different wavs, they may be grouped in different ways, 
sometimes according to ability or achievement in a 
particular subject, at other times according to 
interest, or at other times in order to help the 
slower learn from the faster. Competition between 
groups is therefore allowable only in certain 
situations and to promote certain activities.
There will be no formal grades or examinations in the 
first five years, but, systematic records will be 
maintained of the progress made by individual children 
in basic skills such as reading, writing and numeracy, 
and their skill in collecting, presenting, 
comprehending and remembering facts or internalising 
concepts in the course of group activity".

6.12.3 Several meaningful questions can be raised on what has 
been stated in the above two models. The Committee proposes 
neither to enumerate these questions nor to answer them. What is 
more important is that a new direction is being indicated. Many 
more models or approaches would have to be worked out in tens of 
thousands of class rooms around the country and mechanisms 
devised to collate, integrate and learn from these. Ultimately, 
it is the teacher and her/his students who have to decide what 
and how to learn and, at the same time, how to innovate, change 
or even discard what has been proposed from elsewhere. The 
principle of disaggregated planning, designing and implementing 
the curriculum, at least at the primary stage, is of fundamental 
importance in the context of UEE. NCERT, SCERTs, SIEs and DIETs 
have to identify and formulate their respective roles within this 
frame-work.

Goals. Targets and Community empowerment
6.13.0 Goals, targets and community empowerment have been gone 
into by the Committee in the Chapter on Decentralisation and 
Participative Management. In this chapter specific
recommendations have been given in regard to disaggregated target 
setting, local area planning with particular reference to the 
Educational Complex mechanism and participative management 
including through empowerment and involvement of the community. 
These recommendations are of special relevance to 
Universalisation of Elementary Education and should be 
implemented for realizing the schemes, 
system in the management of programmes for UEE.
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Recommendations
i) Make each school, primary or middle, fully responsible and 

accountable for formulating and implementing strategies for 
UEE in villages/habitations/mohallas in the area under its 
coverage. For this purpose, vest the school with the 
necessary authority and,autonomy to decide upon their mix of 
strategies and measures (e.g. adult education, para-schools, 
Operation Blackboard ) . Provide each school through the 
avenue of the Educational Complex adequate funds and 
intellectual resources to implement its programme of 
universalisation.

ii) Authorise the school Head Master/Head Mistress to recruit 
'para-teachers7 fShiksha Karmis) for reaching out either to 
unserved habitations or to those children who can not attend 
the school in the day hours. The issues of emoluments, 
rules governing their probationary period and eventual 
absorption in the school, and their training in an 
'Internship Model', have already been dealt with in this 
chpater.

iii) Encourage innovation by teachers themselves in building up 
diverse models of child-centred approach to education and 
create mechanisms for collating, integrating and 
disseminating the growing experience of the teaching 
community within and among Educational Complexes.

iv) In order to increase the relevance of education from the 
standpoint of working children, especially girls, it would 
be necessary to emphasise vocationalisation of the entire 
educational process upto Class VIII level.

v) The goal of universalisation of education may be viewed in 
two phases - the first phase of Universalisation of Primary 
Education (UPE) and the second phase of UEE. While the 
school shall be expected to undertake micro-planning for UPE 
in association with the Educational Complex in the first 
phase itself, UEE may be allowed to grow organically out of 
the development of Primary Education. In the second phase, 
after achieving the goal of UPE, micro-planning for UEE 
would also become necessary and viable.

vi) Adopt the principle of differentiated or disaggregated 
targets and pluralistic educational strategies for achieving 
UEE. This mode of decentralised and participative planning 
provides scope for gender-specific, community-wise, Block- 
level and District-level, and regional parametres to inform 
the planning process. The national and State targets of 
UEE as well as resource allocation shall emerge from 
collation and integration of the disaggregated targets.
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vii) Monitoring of the move towards UEE shall be integral to the 
planning process and may operate at three independent but 
co-ordinated levels -
a) Within the Educational Complex, of individual schools;
b) Within the district, of individual Educational 

Complexes; and
c) Within the State, of individual District Boards of 

Education.
The reports of monitoring shall be made available publicly 
and discussed at specially organised fora with a view to 
build up public pressure for achieving UEE within this 
century.

viii) Express the learning outcome expected of schools and other 
educational programmes in concrete and easily communicable 
forms such that these would inform the public criteria and 
process of monitoring, questioning and intervening in the 
system. This may take the shape of monthly or yearly 
community functions in which the general public may 
participate in collective evaluation of children and the 
school, and also offer concrete support, financial and 
otherwise, for the improvement of the school. In this way, 
create community-based mechanisms and structures for 
organising a nation-wide process of community empowerment 
and thereby build a countervailing pressure on the school 
system to perfom and achieve UEE.

Monitoring and data gathering
6.14.0 The Committee has already discussed the extent to which 
the enrolment data are inflated. Similarly, the drop-out rates 
reported in the official documents, though computed with great 
care, are based upon enrolment registers in the schools whose 
reliability is doubtful. These data are further confused by the 
influence of stagnation in the terminal years and of the non
detention policy in vogue in several States. These exercises, 
however, hardly add to our understanding as these do not provide 
any information regarding actual attendance, attainments and 
other critical determinants, such as aptitude for work or 
attitude towards society. In monitoring and gathering data on 
UEE, it would be desirable if the following equation is kept in 
mind (see Fig. 2)
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ENROLMENT =f* ATTENDANCE =£- RETENTION ̂  ATTAINMENT 7^ APTITUDE 
TOWARDS SOCIALLY RELEVANT PRODUCTIVE WORK f  ATTITUDE TOWARDS 
SOCIETY

Fig.2 : THE UEE EQUATION

Recommendation

In order to monitor progress towards UEE, it is essential that we 
move beyond the stage of enrolment and retention. Data must be 
gathered on actual attendance in class rooms, attainment in 
learning and equally, if not more importantly, on aptitude 
towards productive work and attitude towards society. It is 
only by perceiving UEE in terms of such attributes of education 
that the whole exercise would acquire a social significance.
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CHAPTER 7
ADULT AMD CONTINUING EDUCATION

7.1.0 The perspective on adult education has been spelt out 
in the NPE in paras 4.10 to 4.13 and Chapter VII of the Programme 
of Action - 1986. Apart from facilitating creation of ability 
to read and write the policy links adult education with national 
goals such as poverty alleviation, national integration, 
environment conservation, energisation of the cultural creativity 
of the people, observance of small family norm and promotion of 
women's equality. Adult Education has also been spelt out as a 
responsibility of the whole nation - all sections of the society 
involving teachers, students, youth, employees, voluntary 
agencies, etc., apart from Central and State Governemnts and 
political parties and their mass organisations. Functional 
literacy has been considered as another important concern of 
adult education. A massive programme of adult and continuing 
education was envisaged for implementation through various 
modalities.
Committee's perspective
7.2.1 The Resolution setting up the Committee to review NPE, 
inter alia, states:

"Despite efforts at social and economic development 
since attainment of Independence a majority of our 
people continue to remain deprived of education, which 
is one of the basic needs for human development. It is 
also a matter of grave concern that our people comprise 
50 per cent of the world's illiterate, and large 
sections of children have to go without acceptable 
level of primary education. Government accords the 
highest priority to education - both as a human right 
and as the means for bringing about a transformation 
towards a more humane and enlightened society. There 
is need to make education an effective instrument for 
securing a status of equality for women, and persons 
belonging to the backward classes and minorities. 
Moreover, it is essential to give a work and employment 
orientation to education .......M.

7.2.2 The perspective of the Committee as regards Adult 
Education cannot be presented more effectively than by the 
following extract of the Perspective Paper on education released 
by the Committee in September, 1990.

!lThe content and process of adult education, as 
distinct from adult literacy, is to be reorganised.
The questions of survival, development and justice are 
to be interwoven into content, pedagogy and learning 
situation of adult, letting literacy come in

NPE/POA Stipulations

193



organically in the process when, and if, it becomes the 
felt need of the adult learners. This understanding 
would help in avoiding the dispropotionate emphasis on 
literacy campaigns. A major objective of these 
campaigns should be to enthuse the adult illiterates to 
send their children for school education. Other 
objectives may include education for democracy and 
Panchayati Raj and for eschewing violence, casteism, 
communalism, gender bias and all other forms of 
discribination.... "

Post Policy Implementation
7.3.0 In pursuance of the Policy, a National Literacy Mission
was established in 1988. In quantitative terms, the Mission 
seeks to impart functional literacy to 80 million illiterate 
persons in 15-35 age-group; 30 million by 1990 and an additional 
50 million by 1995. The emphasis of the Mission is not on mere 
numbers but on attainment of certain pre-determined norms and 
parameters of literacy, numeracy, functionality and awareness. 
Under this Programme 2,84,000 Centres are functioning in the 
country with an estimated involvement of 84 lakh adult learners 
(about 35 lakh men and 49 lakh women) . Six lakh literacy kits 
have been delivered to students, volunteers. Over 30,000 Jan 
Shikshan Nilayams have been sanctioned to provide Post-Literacy 
Programmes. Over 300 Voluntary Agencies have also been involved 
in the process. A Mass Campaign under NLM was launched by the 
then Prime Minister in May, 1988. Similar campaigns were 
launched by 24 States and UTs on the same date and after. The 
Director General, NLM in his presentation before the NPERC stated 
that the Programme had suffered due to shortage of funds. As 
against the barest minimum requirement of funds amounting to Rs. 
139 crores during 1989-90, the actual amount provided was of the 
order of Rs.7 6.17 crores. The position was somewhat improved in 
1990-91 when a sum of Rs. 96 crores was provided, considering the 
magnitude of the problem of illiteracy the large uncovered area 
and the need for mobilisation (A total of Rs.227 crores was spent 
under NLM during the years 1987-88 to 1989-90). Much more funds 
are required even for implementing a purely volunteer-based, 
campaign-oriented plan of action than what has been provided. 
The DG, NLM further informed the Committee -
- In conformity with the area-specific and time-specific 

approach for complete eradication of illiteracy, plans have 
been drawn up/implemented for complete eradication of 
illiteracy as shown below:
* Kottayam city Kerala made fully literate in 100 days 

(April-June, 1989).

* Eranakulam district, Kerala made fully literate in one 
year (January - December, 1989) .
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Projects for total literacy have been launched in 
Kerala, Goa and Pondicherry.
Saksharatha Abhiyan was launched by Gujarat Vidyapeeth 
on 1st May '88 with the involment of over 400 voluntary 
agencies and 1.5 lakh volunteers to make 35.00 lakh 
illiterates literate by 1991. Two hundered villages 
out of 1000 covered are reported to have been made 
literate as a result of this Abhiyan.
A mass campaign for complete eradication of illiteracy 
was launched in Karnataka to make 4 lakh illiterates 
literate by 1990-91. The evaluation of the outcome of 
mass compaigns has shown that out of 4 lakh illiterate 
adults, 70,000 become fully literate and 1.30 lakhs 
partially literate at the close of 1989-90. Bijapur 
and South Kanara districts in Karnataka have been taken 
up for total literacy by 1991.
A scheme for whole village literacy was adopted in 
1986-87 in Rajasthan according to which one village in 
every district was to be made literate every year. 
Against a target of 60 villages to be made fully 
literate by 1989-90, 20 villages have been made fully 
literate. A project of Education for All by 2000 AD is 
being taken up with SIDA assistance and will be 
launched soon.
Twenty CD blocks in West Bengal have been taken up for 
total literacy from 8th September 1989 (to be completed 
in one year) . The plan is being implemented by the 
panchayats while the funding has been shared between 
Central and State Governments 50:50.
Seventy CD Blocks in Orissa have been taken up for 
full literacy by 1991.
Nine Mahanagars and 8 hill districts in UP are being 
taken up for full literacy in 1990-91.
The Bihar Education Project encompassing UEE, NFE and 
AE for total literacy with UNICEF assistance is being 
launched shortly.
The Bhagavatula Charitable Trust, Yellamanchill, 
(Andhra Pradesh), has launched a project known as 
'India Literacy Project 7 for total literacy in 
Visakhapatnam district with a coverage of one million 
illiterates. This project is proposed to be jointly 
funded by the Government of India, Non-Resident Indians 
and foreign donor agencies. Mandal motivators who will 
be full time workers in the project, are the kingpin 
in the programme.
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* A plan for total literacy has been launched in 
Coimbatore district, Tamil Nadu. The Coimbutore- 
Literacy Mission Society (COLIM) has been recently 
constituted with the District Collector as the 
Chairman. The Society has drawn-up an action plan 
for imparting functional literacy to 5.25 lakh 
illiterate adults in 21 Blocks and 6 corporations/ 
municipalities of the district. It is proposed to 
involve 50,000 voluntary instructors in the project 
which is to be implemented during April, 1990 to March 
1992 .

Past Experience
7.4.0 Adult education programmes have been unsuccessful in 
the past mainly for the following reasons :

- Efforts are made to begin with adult literacy; this is 
most often not perceived as a felt need; the adult 
doesn't respond; adult education centres are attended 
often largely by young persons.

- Adult literacy is not placed within a wider social 
context. The whole gamut of the developmental needs of 
the adult - of survival, employment, health, etc. - are 
not addressed. There is failure to realise that 
illiteracy is but a form of marginalisation or 
exclusion of those who are unable to secure for 
themselves minimum standards of well-being.

- The problem has been viewed more in the context of 
teaching methods and of learning to read and write.

Present Scenario
7.5.0 It is a matter of serious concern that half of the 
World's illiterates would live in India at the turn of the 
century. This fact belies all our claims to progrss and 
development. While 53% of the male population was reported to be 
illiterate in the 1981 census, the level of illiteracy among the 
women was as high as 75%. This gender disparity in the literacy 
rate is another issue of national concern. The gap in the 
literacy levels of SCs vs non SC/ST communities and STs vs non 
SC/ST communities had widened further during the sixties and 
seventies and seveties as of 1981 census. The literacy rates 
among SC/ST women are appallingly low, with the ST women in 
Rajasthan existing at the pre-literate level of 1.2%

Programme of NLM

7.6.1 Notwithstanding the phenomenal effort put in by NLM and
a number of determined voluntary agencies during the last three 
years, there is wide-spread cynicism regarding what has so far
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gone on under the banner of literacy programmes. The cynicism is 
the result of a general observation that the majority of the 
literacy effort, whether by the Government or the voluntary 
sector, has not demonstrably contributed to increasing the 
literacy rate. Before the formation of NLM, the Ministry had 
commissioned 56 research studies to reputed social science 
research organisations around the country. The Committee 
analysed 3 3 of these reports. By and large, the reports had 
shown that most of the literacy classes rapidly fizzled out due 
to high drop-out rate. Often there were no objective criteria 
for finding out the attainment level in terms of literacy at the 
end of the class, run normally for ten months. The Committee 
noted that a general practice had been (it continues in many 
States even today) to declare a person literate merely if s/he 
did not drop-out a period of three to four months, even if the 
attendance was irregular. The question of actual attainment in 
literacy was not considered.
7.6.2 However, in the context of the scenario presented
earlier, the Committee acknowledged that it would be plainly 
unjust if almost 250 million people in the plus 15 years age 
groups are left to spend their entire productive life without 
literacy, a powerful tool for acquiring knowledge and enabling 
effective participation in democratic polity of India. Clearly, 
like UEE, adult education with a strong literacy component has to 
be one of the control items on the national agenda. Therefore, 
the formation of the National Literacy Mission (NLM) in pursuance 
of NPE was a welcome development on the Indian Education scene.

NAEP to Mass Campaign
7.6.3 The Committee held detailed deliberations with the
representatives of both the Ministry and NLM on the issue of 
methodology used in the adult literacy programme. An attempt was 
made to understand the reasons why the pre-NPE National Adult 
Education Programme (NAEP), started in 1977-78, did not make a 
significant difference in the rate of literacy among the adults. 
The Committee found that NAEP mainly relied upon what has come to 
be known as the 'Centre approach'. A centre is organised with 
one paid instructor and attends to about 30 adult learners, 
primarily in the 15-35 age groups. Learning materials like 
slates and pencils and premises were provided free of cost to 
each learner, besides other support materials including a 
lantern. The general experience was not hopeful. The attendance 
of the enrolled learners was irregular and the drop-out rates 
fairly high. A centre, after a few weeks or months, either had 
only a handful of learners left or most of the learners attending 
more children below 15 years. There were reports of a large 
percentage of centres closing down due to low response. Others 
could never get off the ground. Taking this experience into 
account, the NLM adopted a modified strategy which differed from 
NAEP. Since early 1989 the Department of Education introduced 
the Mass campaign strategy - that is, from the time total 
literacy effort was taken up in Ernakulam district of Kerala
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State. Under this strategy, the entire community's support is 
mobilised in a given area through mobilisation programmes such as 
Jathas, street plays etc. Volunteers for imparting adult 
education as well as those who are to be given adult education 
are identified. The identified instructors themselves secure the 
avenues where adult education would be imparted. The services of 
the voluntary adult education instructors are secured free of 
cost. Voluntary agencies are involved significantly in this 
strategy. This strategy also helps in the total discontinuance 
of the centre based approach to adult education and thus is meant 
to be less costly. At present the campaign method is being 
followed in 62 districts in the States of Kerala, Goa, 
Pondicherry and Gujarat. The proposal is to add 50 districts per 
annum to the target for coverage by campaign method.
7.6.4 The NLM officials shared their conviction with the 
Committee that their modified approach involving mass campaign 
and reliance on voluntarism has the necessary elements for 
overcoming the barriers faced by the previous programmes. It was 
stated that the campaigns were likely to generate a level of 
enthusiasm that would enable the illiterate adult to cross 
her/his threshold of resistance vis-a-vis literacy. They placed 
before the Committee several success or near success stories from 
different parts of India, though no supporting documentary 
material as such was provided. Indeed, the Committee has taken 
note of the positive response the mass campaigns have generated 
amongst the educated youth, reportedly primarily from the middle 
class for literacy work. Optimistic signs of such responses have 
been reported from Bijapur in Karnataka, Pondicherry, Durg in 
M.P., Midnapore in West Bengal and some other districts in other 
States as well.
7.6.5 This campaign method, even according to the thinking in 
the Department of Education, is not capable of universal 
application as of now. The reasons are:

- A total shift from centre based project approach in one 
shot is not feasible because of the serious disruptions 
that it can bring about in the on-going process of 
adult education.

- The campaign strategy cannot be applied in all parts of 
India principally because of the differing levels of 
awareness in different States.
There may be pockets where the number of illiterates 
will be small; covering those pockets to handle small 
groups of learners will not be cost effective.
The campaign method cannot also be introduced 
universally without appropriate evaluation of the 
impact it makes in areas where it is being followed as 
of now.

7 *6.6 It remains to be seen whether the enthusiasm generated
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by these early campaigns in different pockets would be eventually 
translated into effective literacy classes and then into literacy 
attainment. Whatever may be the end result, there is no denying 
that NLM has succeeded in placing adult literacy on the national 
agenda and also in generating a level of enthusiasm for literacy 
work among the youth at least in certain pockets.

Ernakulam experiment
7.7.0 During Committee's deliberations, the experiment of
Ernakulam district in Kerala was discussed at length. The report 
of the District Collector shows that the bench mark level of 
literacy in Ernakulam before the start of the campaign last year 
was above 90%. In a major and well concerted drive, this level 
has been raised to about 98% within a matter of less than one 
year, thus giving Ernakulam district the status of being 100% 
literate - the first one in India. While this is commendable, it 
is doubtful whether lessons could be drawn from this experiment 
for application elsewhere. The high literacy rate to start with 
in Ernakulam, a result of successful school education programme, 
provided favourable socio-cultural conditions which cannot be 
expected in most parts of India where literacy rate ranges 
between twenty to thirty per cent. This situation is 
particularly acute and distinguishable from Ernakulam in the case 
of the ten educationally backward States, particularly the Hindi 
speaking States of UP, Bihar, MP and Rajasthan. Ernakulam, for 
that matter entire Kerala, exemplifies how literacy is linked 
with development and socio-cultural factors. In our plans for 
eradicating illiteracy from India before the turn of the century, 
we may not be able to wish away the hard ground realities that 
have been so far responsible for alienating large masses of 
Indian people from the benefit of education.

Mahila Samakhva Model
7.8.0 In this context the Committee looked at an alternative
model of adult education being promoted by the Ministry itself. 
This alternative can be seen in the design of Mahila Samakhva. a 
scheme of the Ministry to empower women in pursuance of NPE. The 
POA chapter on 'Education for women's Equality' states, "as 
majority of women in this age group (i.e. 15-35) are workers, 
literacy per se may not have any relevance for them" (para 14) . 
Accordingly, the Mahila Samakhva programme primarily emphasises 
the issues of development and social justice such as health 
services, minimum wages, water etc. In contrast to NLM's 
approach of starting and focussing upon literacy the Mahila 
Samakhva is designed to being with life-related issues and weave 
in processes that would motivate the participation towards a 
desire for literacy. In Mahila Samakhva. therefore, one would 
move towards literacy as and when it becomes the felt need of 
poor women groups as a result of raising awareness of their 
changing role in society.
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UEE to pre-empt adult illiteracy
7.9.0 The low rate of literacy in India is a direct
consequence of continued failure to universalise Elementary 
Education, a Constitutional directive. In this context, a 
comment is necessary about Kerala, where the literacy rates have 
almost reached the level of 90% or, in certain parts, even 
higher. The Committee observes that the success in Kerala on the 
literacy front is a result of more than a 100 years of sustained 
effort by various segments of society in promoting school 
education. Same can be said about Mizoram, where, too, the 
literacy rates are far ahead than in most part of India.

Recommendations
i) Imparting of literacy should be placed in the context 

of the developmental needs of the adult. Adult 
education programmes should be accompanied by a wide 
range of measures relating to health, nutrition, 
housing, and employment needs. They should also 
address themselves to issues of fundamental rights, 
laws secularism and democracy. After creating 
awareness in respect of these essential needs and 
issues the adult learner himself should be expected to 
ask for adult literacy as a felt need. Instead of 
starting with adult literacy, the start should be in 
respect of creation of awareness for essential needs 
and from there work backward to adult literacy.

ii) While the mass campaig strategy may be tried out 
further, the alternative model being employed by the 
Department of Education through Mahila Samakhya may be 
closely monitored and its application for adult 
literacy examined - considering that the objective of 
this project is to create awareness regarding issues of 
survival and thereby generate felt needs.

iii) The mass campaign strategy as well as the Mahila 
Samakhya model may be objectively evaluated to look for 
meaningful lessons for the future.

iv) On most of the developmental problems and mattrs 
relating to fundamental rights, social justice etc., 
the majority of the illiterates more often than not 
find themselves in positions of conflict with the 
official authorities. Therefore genuine initiatives 
for adult education programmes, voluntary agencies, 
community groups, political parties and their mass 
organisations should be facilitated.

v) While NLM goes ahead with its planned literacy campaign 
in the Eighth Five Year Plan period, an independent 
study group should be commissioned to evaluate the 
programme, particularly with a view to arrive at an
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understanding of what may be appropriate strategies to 
remove adult illiteracy in the quicker possible time. 
The evaluation may also look into the various 
alternative models and study their relevance with 
respect to diverse socio-cultural and political 
conditions in different parts of India. The minimum 
objective of this study should be to find out on 
objective basis what approaches do not yield results, 
so that, five years later, at least those models may 
not be encouraged.

vi) The Department of Education should coordinate with the 
Department of Rural Development and Ministry of Labour 
and organise programmes for vocational skills for the 
ault illiterates - facilitating flow of funds from 
programmes like TRYSEM (Training of Youth for Self 
Employment). Community Poly-technics should also be 
involved in a large scale in imparting vocational 
skills amongst the adult illiterates. (This will 
enhance the employability of the adult illiterates and 
thereby create awareness regarding basic needs and 
issues of life, in the process generating demand for 
adult literacy as a felt need.)

vii) The neo-literates should be placed in an environment in 
which they have constant interface with the challenge 
of the written word.

viii) Illiterate adults are those who have either not had 
access to education or having had access, have been 
unable to complete their schooling. A person has to 
remain in school atleast for a minimum of four years to 
attain a relatively irreversible level of literacy. 
Literacy should be a form of basic training making it 
possible for the adult to acquire some knowledge as may 
be necessary. It is imperative that Universalisation 
of Elementary Education is given top priority in 
educational planning and resource allocation. The 
objective should be to ensure that no child in the 
early nineties shall grow into an illiterate adult in 
the next century. (If this can be achieved, we would 
have then succeeded in controlling the chief 
contributor to illiteracy in India, i.e. low rate of 
participation in school education.)
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CHAPTER 8

EDUCATION AND RIGHT TO WORK

8.1.0 The concept of vocationalisation as presented in 
NPE, 1986 (para 5.13) is linked to secondary education. The 
Policy says 'vocationalisation through specialised institutions 
or through the refashioning of secondary education can, at this 
stage provide valuable manpower for economic g r o w t h 7. The 
salient features of vocationalisation as reflected in the NPE are 
the following:

- Enhancement of individual employability, reduction of 
mismatch between the demand and supply of skilled 
manpower and provision of an alternative for those 
pursuing higher education without particular interest 
or purposes.

- Vocational education to be a distinct stream intended 
to prepare students for identified occupations.

- Courses to be ordinarily provided at the post secondary 
stage but can be made available after class VIII.

- Development of attitudes, knowledge and skills for 
entrepreneurship and self-employment.

- Vertical mobility for vocational graduates to be 
provided through bridge courses.

- A target for diversion of 10% of higher secondary 
students to vocational courses by 1990 and 25% by 1995.

8.2.1 The POA identifies inadequate organisational structure 
as a single most important aspect of the unsatisfactory progress 
of vocationalisation. Building up on this, the POA suggests a 
Joint Council of Vocational Education (JCVE) as an apex body at 
the national level; a Central Institute of Vocational Education 
(CIVE) to perform research and development and monitoring and 
evaluating functions, State Councils and Institutes of Vocational 
Education (SCVEs & SIVEs) and district level co-ordination 
committees.
8.2.2 In the view of the Committee the objective of 
vocationalisation is different from that under NPE. It is not 
merely to impart specific saleable manual skills but to relate 
hand with head and heart so that productive labour and socially 
useful work become a medium for developing creative intelligence 
and a knowledge base on which one could keep building throughout 
life. While the Constitution could give the political right to 
work and developmental planning multiple opportunities for work, 
the role of education is to equip the students with capability 
for work with socio-economic relevance - i.e. to empower people
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for work. It is also inculcate an attitude for appreciation of 
work for its own sake.
8.2.3 The emphasis, according to the Committee, should be on 
work as a medium of education as reflected through the content 
and process of education itself at all levels and not so much on 
creation of an exogenous hierarchy of managerial structures like 
JCVE, SCEVE etc.
8.2.4 In order to achieve diversion of 10%/25% of higher 
secondary students to vocational courses, NPE envisages two 
streams; one academic and the other vocational. In the opinion 
of the Committee, this dichotomy between streams is not 
desirable.
8.2.5 Hitherto the focus of vocationalisation has largely 
been in urban areas. The focus has to be directed to the entire 
world cf work including the unorganized sector.
8.2.6 According to the NPE/POA as already brought out, 
vocational stream is to be introduced at the post secondary stage 
though there is provision for introducing the same after class 
VIII. In the view of the Committee, fragmentation of secondary 
stage into lower and higher secondary for introduction of 
vocational courses is not desirable. Work experience according 
to NPE, 1986, though considered as an essential component at all 
stages, is to be provided through structured programmes. But 
such structured programmes have often tended to de-generate into 
trivial activities. One discovers oneself through the medium of 
work. This was the fundamental insight of Gandhiji, Tagore, 
Zakir Hussain and others and this is also the justification for 
socially useful productive work becoming an important medium for 
developmental education. Consistent with this, SUPW is viewed 
by the Committee more seriously as something endogenous to the 
whole process of education presenting a strong base for 
vocational education at higher levels.
8.3.0 The need for vocational education has been dealt with
by various Commissions from time to time. During the British 
period the system of education in India was geared to two major 
goals namely, provision of supporting staff for running the 
administration and the general needs of making the people of 
India aware of the science and literature of the West. This 
British legacy has continued and school education has remained 
largely general, causing unemployment. Wood's Despatch of 1854 
advised that education in secondary schools should be 
'practically useful to the people of India in their different 
spheres of life'. The Hunter Commission of 1882 gave specific 
attention to provision of vocational education. It called for 
two divisions of higher schools - one providing access to 
universities and the other of a more practical character to equip 
the youth for commercial/non-literary pursuits. The Hartog
Committee (1929) called for diversified curricula in the schools 
for diversion of more boys to industrial and commercial careers 
at the end of the middle stage, preparatory to special
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instruction in technical and industrial schools. The Sapru 
Committee (1934) advised vocational studies commencing after 11 
years of education. The Abbot-Wood Report (1936-37) suggested a 
hierarchy of vocational institutions appropriate to the general 
education structure. The Sargent Report (1944) recommended 
technical, commercial and art education for full time and part
time students on adequate scales. The University Education 
Commission (1948-49) recommended the opening of intermediate 
colleges at the end of class X for giving vocational base to the 
students in a system of general education leading to university 
courses. The Secondary Education Commission (1952-53) generally 
stressed the need for vocational education. The Education 
Commission (1964-66) pointed out that university degrees were not 
necessary for the majority of jobs at the middle levels which 
could be competently handled by vocationally well trained higher 
secondary graduates. The Commission also referred to more than 
50% of the students dropping out of the high schools and 
embarking upon work without any professional competency. This 
Commission further identified work experience as an essential 
element of purposeful education. Vocational education at the +2 
stage was built into 1968 Policy. NPE, 1986 re-emphasised 
vocational education with physical targets on a time bound basis.
8.4.1 Pursuant to NPE, 1986 and POA a centrally sponsored 
scheme of vocationalisation of education was established. The 
objective of the scheme was to make post-secondary education 
relevant to world of work. The overall budget approved by the 
Government for the Seventh Plan period was about Rs.410 crores.
The scheme envisages grant of assistance to States ranging from 
25% to 100% for activities such as conduct of district vocational 
service, acquisition of vocational equipment, construction of 
buildings, production of resource materials and teacher training.
8.4.2 The physical target was to introduce vocational courses 
in about 5,000 schools. Exhibited below is a Table containing 
particulars of physical and financial achievements under this 
scheme, as presented by the Department of Education:

Table 1

1987-88 1988-89 1989-90 Total
Number of States/UTs 18 22 23 23
Number of Schools 1080 1505 163 2748
Number of Vocational 
Sections

3167 4169 484 7820

Amount released (Rupees 
in crores)

32 . 56 
(50.00)

49.75
(50.00)

43.96 
(47.00)

125.95

8.4.3 According to the Department of Education by the end of
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Seventh Plan, sanctions were, issued for creating facilities for 
an annual enrolment in vocational courses of about two lakh 
students. The Department estimated the likely annual enrolment 
at one lakh. Slackening of progress in the scheme during the 
year 1989-90 has been classified in terms of non-existence of 
management structures at the State level, non-establishment of 
school-industry linkages, slow pace of modification of 
recruitment rules at the Central and State levels for absorption 
of vocational graduates in services, non-availability of trained 
teachers, inadequate facilities for practical training and 
apprehensions about blockage of vertical mobility.
8.4.4 Monitoring of progress of implementation of vocational 
education scheme is done through the following modalities:

- Discussions between officers of Central and State 
Governments during visits to States/New Delhi.

- Quarterly progress reports.
Release of Central assistance based only on progress 
reports regarding utilisation of funds released 
earlier.

- Review seminars of NCERT in which State and Central 
Government Officers participate.

8.4.5 However, delays and shortfalls in implementation have 
occurred as reflected by the following Table concerning major 
States:
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Table 2

Status of iipleientatioo of vocational education in lajor states.

S. States 
Ho.

Aiount 
sanctioned 
in Rs. Crores 
(1987-90)

Aiount spent 
in Rs. Crores
(1987-90)

Aiount yet 
to be spent 
in Rs. crores

No. of courses 
sanctioned

(1987-90)

1. Andhra Pradesh 14.70 11.07 3.63 650 courses in
(24.69) 364 schools

2. Gujarat 14.10 1.65 12.45 477 courses in
(88.29) 159 schools

3. Haryana 7.29 3.45 3.84 332 courses in
(52.67) 65 schools

4. Hiiachal Pradesh 0.85 0.36 0.49 50 courses in
(81.17) 25 schools

5. Karnataka 3.87 2.14 1.73 240 courses in
(44.70) 149 schools

6. Madhya Pradesh 15.39 8.40 6.99 1025 courses in
(45.41) 662 schools

7. Kaharashtra 13.07 8.91 4.16 957 courses in
(31.82) 319 schools

8. Orissa 8.41 1.98 6.43 724 courses in
(76.45) 181 schools

9. Punjab 2.62 1.14 1.48 201 courses in
(56.48) 67 schools

10. Rajasthan 2.90 1.12 1.78 321 courses in
(61.37) 125 schools

11. Taiil Nadu 6.96 3.21 3.75 900 courses in
(53.87) 300 schools

12. U.P. 18.32 8.29 10.03 1250 courses in
(57.74) 350 schools

No. of courses 
started

(1987-90)

Total.. 108.48 51.72 56.76
(52.32)

650 courses in 364 schools 

378 courses in 126 schools 

332 courses in 65 schools 

50 courses in 25 schools 

149 courses in 142 schools 

662 courses

478 courses in 239 schools 

124 courses in 31 schools 

201 courses in 67 schools 

182 courses in 50 schools 

600 courses in 200 schools 

520 courses

Figures in brackets are percentages of 'alount spent1 to 'aiount sanctioned1
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8.4.6 As the above Statement brings out in regard to twelve 
major States, out of an amount of Rs.108.48 crores sanctioned 
during the three years 1987-90, an amount of Rs.56.76 crores 
(52.32%) is yet to be spent. There have been substantial 
shortfalls in the commencement of vocational courses and coverage 
of schools against the sanctions in the States of Gujarat, 
Maharashtra, MP, Orissa, Rajasthan and UP.
8.4.7 Delays and shortfalls have often been due mainly to the 
following reasons:

- Non reflection of Central assistance in the State 
budgets.

- Non provision of counter-part funds by the States for 
certain elements of the scheme in their budgets.

- Delays on the part of the Planning and Finance 
Departments of the State Governments in giving 
sanctions for creation of posts to implement the 
scheme. (State Governments have been chary of creation 
of posts particularly because, on completion of Plan 
periods the financial commitments pass on to their Non
Plan budgets.)

- Delays in the production of teaching/learning material.
- Delays in securing the services of teachers.

8.4.8 As of now, the State Governments do not furnish, at the 
time of presentation of proposals for central assistance, 
specific deadlines within which they will undertake the various 
activities for implementing the vocational education scheme - 
activities such as production of teaching/learning materials, 
formulation/modification of curriculum/syllabus, completion of 
civil construction, procurement of equipment, positioning of 
manpower including teachers etc.

Recommendation
So long as the scheme in the present form is implemented, 
Government may insist that the State Governments should furnish 
deadlines for each of the above mentioned activities to be 
undertaken before funds are sanctioned. Reportedly, in Karnataka 
State, before seeking Central assistance, the State Department of 
Education gets all the necessary clearances internally within 
their Government. This practice may be commended to the other 
States.
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8.5.1 Historically, the basic reasons for the poor performance 
of vocational education programmes have been:

(i) traditional class/caste oriented social attitude 
sustained by fairly easy access to highly subsidised 
college/university education particularly in liberal 
arts and humanities;

(ii) lack of socio-economic relevance of the courses
offered; (These vocations are learnt as 'practicals' 
mainly by those who drop out at much lower levels in 
the education system. It often gives the 'practicals' 
an edge over the 10 + 2 vocational output in the 
employment/self-employment market because of lack of 
proper linkage between the vocational education 
programme and the employment market. As per 1981 
census, there were as many as two crore 
technical/vocational occupations in the employment 
market while the total number of technically qualified 
persons in the labour force for manning these positions 
was less than twenty lakhs which means 90% of thi 
technical/vocational positions were held mostly by the 
school dropout 'practicals' mentioned above.) and

(iii) distortions in technical education system and lack of 
linkage between vocational and technical education.

8.5.2 The Committee in making its recommendations for a new
model of education, has taken the above historical facts into 
consideration.
8.6.0 The Education Commission, 1964-66, identified work
experience and social service as essential elements of purposeful 
education. These two elements were integrated into a holistic 
concept and was re-named Socially Useful Productive Work (SUPW) 
by the Ishwarbhai Patel Review Committee (1978). Work experience 
which is to develop creative skills, however, has degenerated 
into trivial activities, most often extra curricular, the social 
dimension essential for the concept missing altogether.

Recommendation
Work Experience/Socially Useful Productive Work should be 
integrally linked with various subjects both at the level of 
content and pedagogy.

8.7.0 The two streams envisaged under the NPE has resulted in
a dual system of education in which vocational education has come 
to be looked upon as the poor man's stream. There is need for
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development of a positive attitude towards work from Class I 
onwards. There should be higher level of vocational education 
beyond Class VIII. A core component of vocationalisation has to 
be part of the curriculum for all and hence the sharp division 
that exists between the academic (for the 'talented') and the 
vocational (for the rest) should cease. Besides, for a large 
section of the students, especially in the rural sector and among 
the deprived urban communities, vocationalisation at the plus two 
stage will mean no vocationalisation, in effect. It is necessary 
to define the meaning of the expression vocationalisation of 
education, as the Committee uses it here. There is no intention 
to make all students immediately fit into specific jobs through 
specific training at the secondary level. In other words, the 
aim is not to provide terminal vocational courses to all from the 
secondary stage onwards. But the four year secondary, from 
Classes IX to XII should be viewed as a stage and integrally, so 
that courses can be planned that may last one, two or three or 
four years, in the academic or vocational stream. While, on the 
one hand, provision has to be made to enable those who wish to 
train themselves for immediate placement in the world of work, on 
completion, it is also the suggestion that all, without 
exception, including the most academically gifted, should be 
involved in a basic minimum of vocational or pre-vocational 
courses at the secondary stage, as part of a process of holistic 
developmental education. In the case of those who complete class 
VIII and do not go into the secondary stage of formal education, 
facilities should be provided for acquisition of vocational 
skills through other means.

Recommendations

(i) An integrated design of vocational education to be 
operated for classes IX to XII may be established as 
presented in the following model - with a general core and 
vocational core and flexible mixes of academic and 
vocational subjects:

Classes IX to XII
Compulsory Core General 

Core Vocational
Optional
groupings

Academic
Academic
Academic

Vocational Academic 
Vocational Academic 
Vocational Vocational

Academic
Vocational
Vocational

Flexibility should be provided for children to opt for 
different mixes of academic and vocational subjects as 
per the pattern exhibited above.
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(ii) In order to make vocationalisation a success, substantial 
structual changes may be introduced in secondary 
education along the principles of modular courses and 
credit accumulation, at the same time providing 
flexibility for multiple exit and entry points for the 
students. In other words, students opting for any 
particular vocational course should have the facility of 
acquiring credits for specific modules of courses, go out 
into the world of work and come back later at their 
convenience for earning further credits by pursuing 
further modules. This would make it possible for the 
Schools to offer vocational courses in varying 
combinations with subjects such as Languages, 
Mathematics, Sciences and Social Studies. No doubt, 
vocational and non-vocational subjects should be inter
woven both at the level of content and pedagogy. For 
those students taking up vocational courses at the 
secondary stage leading to direct job placements, 
provision should also be made for further education in 
those vocations or other fields and, if necessary, bridge 
courses may be provided. These arrangements are 
necessary in the expanding world of knowledge and 
technology, which requires continuing and updating of 
education for all. What is required for long term 
viability of vocationa1 ised education is to make 
provision not merely for specific skill training but 
also for necessary theoretical background to enhance 
transferability of well planned and logically designed 
open learning and distance learning programmes at the 
school and university levels should be established as the 
same would be a good support system for vocationalisation 
of education.

(iii) For those who do not go in for formal secondary education 
in the school system, vocational programmes should be 
organised in non-formal stream like through SRYSEM and 
community polytechnics and in the formal stream through 
the ITIs, Rural Institutions etc.

(iv) Several vocational courses get sex stereotyped. That is, 
they are considered pre-dominantly relevant in the domain 
of women. This stereotyping should be carefully availed; 
and girls given access to increasingly diversified 
courses not discriminated in terms of relevance to men of 
women. (This subject has been referred to in the Section 
concerning Education and Women's Equality). Access for 
scheduled castes and scheduled tribes to vocational 
courses should be enhanced too. This has also been 
referred in the relevant section of the chapter on 
'Equity, Social Justice and Education'.

8.8.1 Technical education including vocational education is 
represented by a smooth continuation of skill formation through
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learning of 'what7, 'why7 and 'how7 of technology with the help 
of application of science and analytical tools. Building up of 
wholesome vocational competence of this nature has been ensured 
by the system which originated in Germany and subsequently 
extended to East European countries, Japan, Korea and Singapore. 
This system had a number of advantages with which these countries 
havj captured the consumer market in the field of technology all 
over the world today. Vertical mobility of the technical 
manpower from base level to higher level through upgradation of 
education not only ensures a better quality of industrial 
products and higher productivity in a competitive market but also 
has a built in healthy motivation in the social frame for 
entering into labour force right at the base level and then to 
rise in career. But unfortunately, the Indian system has 
continued to operate in the form it was imported a century ago.
8 .8.2 In its implementation the vocational education 
programme organised in pursuance of NPE and POA has come to be 
largely designed for development of skills and technical manpower 
for meeting the requirements of the organised sector which 
accounts only for a small percentage of the total work force. In 
order to make right to work a reality, courses should be designed 
with linkages to all kinds of production enterprises, small 
or big, urban or rural, industrial or agricultural. The 
vocational courses of secondary schools, Shramik Vidyapeethas, 
ITIs, Polytechnics and rural institutes should cater to the 
highly diversified employments in the unorganized sector - small 
enterprises engaged in maintenance, repair and service vocations 
(automobile repair, plumbing, electric motor winding etc.), agro 
forestry, cottage industries, animal husbandry, dairy, fisheries, 
renewable sources of energy, watershed management, health and 
hygiene, ecological sciences etc.
8.8.3 The problem faced by school education in today's 
context is near exclusive emphasis on knowledge through theory 
alone. Even when theory is taught, its teaching remains barren 
and partial due to the pedagogic constraint of divorcing 
knowledge from practice. The accent is to be on integration of 
theoretical knowledge with skills, attitudes, productive work, 
social responsibility and creativity. Education is to be linked 
with the emerging problems of the world of work. For this 
purpose, the method of project work should be an integral feature 
of the educational process.
8.8.4 If the vocational courses are not meaningfully linked 
with the user agencies, empowerment for work would remain an 
idle concept. The isolation of vocational education from the 
employment market in the organised and unorganised sector must be 
broken. This is, no doubt, envisaged in the vocational education 
programme now under implementation as well. But much progress 
has not been achieved because of apparently continued emphasis on 
designing of courses for the organised sector, not to speak of 
the rather sluggish progress in bringing about modifications in 
the recruitment procedures of the user agencies. The problem of 
establishing linkages between vocational education and the
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employment market in the unorganised sector becomes much more 
complex both because of the highly diversified nature of this 
sector as well as its vastness.

Recommendation
In order that the process of vocational education is enriched by 
a meaningful combination of teaching of theory and practice and 
effective linkages are established with the world of work, 'work 
benches' and 'practice schools' may be identified, accredited and 
involved as described below:

- 'Work benches' and 'practice schools' are work situations 
selected for the purpose of giving vocational training and 
direct experience to students within production units or 
developmental activities of the official agencies. This 
arrangement offers a more effective educational strategy 
for providing vocational experience to students than what 
can be arranged within the four walls of the 'class room'. 
Here the training would revolve around real problem - 
solving and on-the-job development of skills. Whereas 
'practice school' is a more institutionalised arrangement 
with larger units in the organised sector, 'work benches' 
can be carved out of smaller units from the unorganised 
sector as well within the neighbourhood of the school. In 
both cases, the school would not be required to make any 
substantial investment on skilled personnel or equipment, 
the same being contributed by the 'world of work', with or 
without a mutually worked out fee.

- Education at these work places would be through student 
involvement in work activities which would be clearly 
identified against different areas and levels of work. 
Further, information would be available to the students in 
regard to how, under a given work area, one could move from 
one level to another (vertical mobility), and skills could 
be transferred from one work area to another (horizontal 
mobility). A tested evaluation system would be identified 
to assess students attainment in the work activity and its 
inter-relationship with nature and society. Based on this 
assessment, certificates would be awarded by the accredited 
work benches, whether in private of public sector, 
government or voluntary organisations, and these should be 
acceptable for employment in any part of the country. Of 
course, this would call for devising of proper 
accreditation guidelines and procedures, as well as 
periodic review by authorised bodies, and this task will 
have to be done carefully, so as to ensure that this 
educational innovation does not degenerate into unhealthy 
social and educational practices. Further, special 
attention should be given to identify and accredit 'work 
benches' in the rural sector, especially from economies 
built around activities such as farming, forestry, animal
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husbandry, dairying, fisheries, watershed management, and 
ecological conservation.
Personnel in the work benches and practice schools are not 
merely to engage themselves in teaching process but are 
also to be involved in the planning and designing of 
vocational courses, preparation of text materials and 
evaluation - in a sense in the entire process of education.

8.9.0 The vocational education model envisaged by the
Committee would call for effective collateral and complementary 
steps in the area of teacher education and training; management 
styles; and administrative responsibilities and structures; and 
meaningful wages and incomes and employment policies as 
recommended below:

Recommendations
(i) Teacher education courses for vocational education at both 

the secondary level and post-secondary level should be re
designed in order to prepare teachers who would be 
equipped, besides general theoretical background and 
skills, with the necessary interest and attitude for 
preparing students to meet the requirements of a developing 
society. Technologists, foremen, skilled craftsmen and 
other trained personnel from the world of work, when 
recruited as teachers for vocational courses, should be 
given specially designed bridge courses in areas such as 
Psychology, Pedagogy, Evaluation, Content Planning etc.

(ii) The management, planning and implementation should be 
decentralised to the level of individual high schools or 
school complexes, as well as colleges/universities, thereby 
involving actively, the Heads of institutions in decision
making, alongwith representatives of local enterprises from 
both the industry and agriculture as well as those of 
official development agencies and voluntary organisations. 
This would necessitate shift from the present practice of 
designing vocational courses under centralised initiatives 
at the national level. Courses have to be designed at the 
institution levels (schools/colleges) to the extent 
possible, drawing upon the resources of DIETs. This would 
also call for greater autonomy at the institutional level 
in order to fully exploit local and/or regional industrial, 
agricultural, commercial and development potential in 
framing courses and curriculum. This will further 
facilitate matching of manpower needs at different stages 
of development planning. The criticality of institutional 
autonomy for ensuring success of vocationalisation calls 
for redefining of roles of various central or state-level 
agencies under the Department of Education (NCERT, SIE,
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SCVE etc.)/ so that these agencies would play only 
catalytic and resource-sharing roles, rather than 
directing, determining and detailing all processes.

(iii) The existence, at present of multiple and parallel 
authorities implementing and supervising vocational 
education, no doubt, is to be seen as a major contributor 
to ineffective implementation of vocationalisation. This 
has been brought out by the POA also. Hence, vocational 
education should be the responsibility of the Department of 
Education, though other Departments/agencies must 
collaborate and be even involved in the planning of 
vocationalisation.

(iv) The concept of National and State Councils of Vocational 
Education should be re-formulated in the framework of 
decentralised planning, management, evaluation and 
accredition in order to involve the 'world of work7, 
private or public, in expanding the reach of 
vocationalisation of education to the masses.

(v) Above all else, the Department of Education should 
coordinate with the concerned agencies under the Central 
and State Governments for the establishment of appropriate 
wages and income and employment policies without linkages 
to which vocationalisation of education, however carefully 
designed, will not be a success.
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Sidelights

VOCATIONAL EDUCATION : TAMIL NADU BT*i,E
The system of vocational education obtaining 

in Tamil Nadu is rather innovative and flexible and is 
distinct from the 'terminal-competency' based 
vocational courses that are centrally designed and 
recommended by the NCERT. Briefly, the modalities are 
the following:

* Reporting on employment potential in the district 
based on local knowledge rapid assessment/surveys 
by the Chief Education Officer. (The employment 
potential may relate to specific employments in 
the organised or unorganised sectors or even 
individual industries).

* On receipt of report from the Chief Education 
Officer, action on the part of the State 
Directorate of School Education to having 
consultations with expert resource 
bodies/concerned industries and formulation of 
syllabus and course design in Tamil language. 
(For example, if the employment potential is in 
the textile industry, consultation may be made 
with the South Indian Mill Owners' Association or 
South Indian Textile Research Association).

* Recommendation of the syllabus to the concerned 
Heads of schools through the district authorities.|

* Draft of teaching personnel on part-time basis 
from the concerned industries for teaching in the 
schools. (Permanent staff are not normally 
appointed for the purpose).

* Facilitation of employment of the vocational 
graduates in the industries concerned where 
potential was originally identified.

* Discontinuance of the course when the employment 
potential reportedly ceases to exist.

In Tamil Nadu, already 24% of the students in 
the higher secondary level have been diverted to 
vocational education (1987-88) (About 96,000 
vocational students against a total of 3.85 lakhs 
students at the higher secondary level). As of now, 
the State has 68 vocational courses.
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A successful project is being carried out at 
Vigyan Ashram, Pabal in Pune Distt. The school has 
developed itself into a community resource, by training 
the students of Classes IX and X to learn the technical 
skills required by the community in a wide spectrum, 
such as in metal work, eletrical work, automechanics, 
construction work, pest control, growing of vegetables, 
biogas and solar cooker, poultry and dairy etc. Multi
skilled instructors are engaged by the school to train 
the students and the students then become the trained 
community resource to make available their technical 
services, which the community pays for. Thus the 
programme begins as SUPW and grows into vocational 
skills. Government grants are used for the provision 
of instructors but the service costs are paid by the 
community.

VIGYAN ASHRAM EXPERIMENT
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NISTADS STPDY
In the process of preparation of this Report, a 

study was undertaken to assess the willingness of the 
persons engaged in business and industry to join in 
partnership and to assist in providing short-term 
training to the students. The study was titled: "Using 
Unorganised Sector as Places of Learning : A Case Study 
of Repair and Assembly Workshops". The study was 
undertaken by the National Institute of Science, 
Technology and Development Studies, New Delhi. The 
study covered five trades, namely Motor Vehicle, Air 
Conditioner, Typewriter, Stabilizer Repair Shops and 
Heating Assembly Units. Trainers (Ustads) were 
interviewed as well as trainees already working in 
these places. Due to shortage of time, the study was 
restricted to work stations in Delhi. The Ustad uses 
the apprentices when he finds that he cannot cope with 
the work demands. The fresh ones are put with senior 
ones and in the final phase of training, given 
independent charge of a particular task. While the 
formal student learns in school, the working child is 
learning in a work station, in much harsher 
circumstances. Can these working children be brought 
into the mainstream education to update their 
knowledge? Can the education system provide the 
flexibility needed in terms of content and timings? 
Will the Ustad agree to apprentice spending some time, 
away from work, to update his education? A third issue 
that the study looked into was the possibility of 
utilizing the skills and capabilities of the Ustads for 
vocational education of students in formal schools. 
The impression gathered from the Ustads is that they 
would agree, where there is more work and extra hands 
or free labour is required, not otherwise. But the 
encouraging aspect of the study was that several Ustads 
were interested in the proposal. A good deal of 
appropriate communication would be necessary to enable 
those engaged in work stations to see the need to join 
responsibly in the process of education and training 
than merely continue to wait and pluck the fruits of 
education and training, when ready.
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CHAPTER 9

HIGHER EDUCATION

9.1.1 The perspective on higher education has been spelt out 
in NPE, 1986 in paras 5.24 to 5.42. The Committee has certain 
differences in perception in regard to this perspective and the 
same are presented below.
Committee's perspective
9.1.2 Higher Education as envisaged in NPE, 1986 lays 
emphasis on 'reflection' rather than action (Para 5.24). While 
indeed reflection on critical issues facing humanity is 
important, higher education has a valuable role to play in regard 
to action on the part of those receiving it, particularly on 
issues such as regional development, school education (including 
universalisation of elementary education) etc. In fact, 
curriculum and the entire education process in the 
colleges/universities should be dynamically and integrally linked 
to such issues. The higher education system largely funded as it 
is from public exchequer should strive for a balance between the 
regional expectation of the people and their global activities in 
education and research.
9.1.3 While the perception of NPE, 1986 for consolidation of 
higher education facilities (Para 5.26) which have already 
undergone vast expansion over the years and protection of the 
system from degradation is understandable, it would only be 
appropriate that the approach is forward looking and dynamic 
rather than passive. In the process of consolidation, catering 
to the higher education requirements of backward areas should not 
be lost sight of. It is not merely a question of preventing the 
degradation of the system but formulating innovative programmes 
for transforming the system into an effective instrument for 
achieving excellence.
9.1.4 It is not adequate if courses and programmes are 
redesigned (Para 5.29) merely to meet the demtnds of 
specialisation better. There is need for a complete 
reorganisation of academic life of colleges and university 
campuses with a fresh direction to the faculty and students as 
distinct from performing certain extension functions. Colleges 
and universities should be endowed with the capability to guide 
planning and assist people's initiatives. Such capabilities 
should be integrally built into the courses and programmes 
as already mentioned. This alone will facilitate infusing life 
in the campuses with a sense of societal relevance.
9.1.5 The observations in NPE, 1986 in respect of research in 
Indology (Para 5.33) in terms of intensive study of Sanskrit and 
other classical languages at least seemingly underplay the rich

NPE/POA Stipulations
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folk and tribal cultural traditions which also deserve to be 
investigated.
9.1.6 In the context of delinking degrees from jobs NPE, 1986
has envisaged National Testing Service (NTS) as a centralised 
instrument for conduct of tests. In the view of the Committee, 
tests could be organised by the user agencies on a decentralised 
basis. The NTS need only be a resource organisation.

The Present Scenario
9.2.1 It is common knowledge that over the years 
quantitatively higher education has expanded. As of today, there 
are 172 universities and 7000 colleges. Student enrolment is 
of the order of four million - 88% of the enrolment being for 
graduate courses, 9.5% for post-graduate courses and 1.1% for 
research work. Forty percent of the enrolment is for art 
courses, 21% for commerce and 19% for sciences. Women account 
for 1.3 million of of the enrolled. Number of teachers in the 
universities and colleges is 2.5 lakhs. These figures have to be 
reviewed in the context of expansion over the last four decades - 
the same being growth of universities from 25 to 172, of colleges 
from 700 to 7000 and of enrolment from 2 lakhs to 4 million. No 
doubt, higher education facilities have come to be provided in 
remote areas also and there has been increase in the number of 
first generation learners. The UGC has come to pay attention to 
quality improvement through special programmes for promotion of 
excellence in teaching and research. There has been a conscious 
effort at improving the status of teachers. Educational 
technology and media have come to play an important role too.
9.2.2 However, the scenario reflects very serious weaknesses. 
The proliferation of universities and colleges has been rather 
unplanned Infrastructure facilities are seriously inadequate. 
There is marked mismatch between education and employment. 
Wastage in the system in terms of failures and order of low pass 
percentages is very high. Examination reforms have been slow. 
There are serious complaints at all levels about the lack of 
responsiveness in the system. Academic activities are at a low 
ebb and the academic calendar itself gets seriously disrupted 
almost every year. The system of higher education continues to 
encourage memorization of facts and regurgitation rather than 
creativity. While the results in higher education are clearly 
determined by the foundation laid in school education, we cannot 
wait for the ills of school education to be remedied before 
bringing in meaningful improvements in higher education. We 
cannot ignore the fact that we do not have many colleges today 
which can pride themselves of imparting under-graduate education 
of the highest quality, comparable to some of the well-known 
institutions in the world.
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Post-policv implementation
9 .3.0 
proj ected

The scenario of implementation of NPE, 1986/POA, as 
by the Department of Education is presented below:
Disbursal of development grants to consolidate and 
develop the existing universities and colleges - an 
average of Rs.1.9 crores per university and R s .3.4 
lakhs per college during the Seventh Plan period.
Redesigning of courses by 27 Curriculum Development 
Centres.
Obtaining of report on new educational management from 
the Gnanam Committee.
Revision of pay scales of teachers w.e.f. 1.1.1986.
Conduct of orientation and refresher courses through 45 
academic staff colleges.
Conduct of national level tests for recruitment of 
teachers.
Strengthening of research, particularly in terms of 
creation of inter-university centres for nuclear 
science, atomic energy, astro-physics etc.
One hour telecast of educational programmes, apart from 
setting up nine Audio Visual Research Centres and four 
Education Media Research Centres.
Issue of UGC guidelines for seeking development grants, 
consolidation, design of courses, improvement of 
research and creation of State Councils of Higher 
Education.
Grant of autonomous status to 83 colleges since 1986.
Initiation of action for establishment of National 
Council of Higher Education.
Obtaining report from Dr. Vasant Gowariker Committee on 
Accreditation and Assessment Council.
Approval of a proposal for establishing National 
Testing Service.
Operationaisina the programmes of Indira Gandhi 
National Open University for distance education, an 
amount of Rs.44 crores having been provided to this 
university during the Seventh Plan period.
Preparation of a proposal for establishment of a 
Central Council of Rural Institutes.
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Maintenance of standards in higher educat-Lon
9.4.0 One of the principal problems in the maintenance of
standards in higher education is that there has been a 
proliferation of colleges and universities established by the 
State Governments without prior consultations with the UGC. The 
Commission is in no position to control this situation. The only 
instrument available with the Commission is non-sanctioning of 
grants to such universities established without prior 
consultations. This is plainly inadequate. This issue had been 
gone into by the Estimates Committee, 1988-89 and they had 
recommended that the Ministry and the UGC should give serious 
thought to the problem in consultation with the State Governments 
and develop a mechanism to ensure that new universities are 
established only if there is actual need and if indepth spade 
work has been done. In regard to this matter, the position of 
Government would seem to be that the State Councils of Higher' 
Education proposed under NPE, 1986 could bring about some 
discipline by their role in the areas of coordination and 
consolidation; and that ultimately unplanned proliferation of 
colleges and universities could be checked only if there is 
political will for this. The Committee would like to invite the 
attention of the Government in this context, to the Resolution of 
(University) Standards Bill, 1951 which contained provision 
relating to the establishment of universities and conferring 
powers on the Union to derecognise any degree granted by a 
university. However, this Bill was not enacted, apparently 
having been overtaken by the UGC Act.

Recommendations;
(i) Pressures for opening new colleges and universities being 

very intense, and the political system reacting to such 
pressures in different ways, in different states, it would 
only be appropriate for the Government to re-examine the 
feasibility of national level statutory mechanism for 
strongly discouraging non-standard/sub-standard colleges and 
universities being established. In the process of this 
examination, no doubt, the Central Government should have 
necessary prior consultations with the State Governments.

(ii) After NPE, 1986 was formulated and brought under 
implementation, and though dicouragement of proliferation of 
universities has been specifically mentioned in the 
Programme of Action, Government of India themselves have 
passed laws in May, 1989 and October, 1989 respectively for 
establishing Assam and Nagaland Universities. Steps of this 
nature may not help in the process of bringing about 
discipline in the establishment of universities at the State 
level and should be avoided. Therefore, Government of India 
should themselves set an example by not establishing more 
Central Universities without genuine justification for the 
same.
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Restructuring of UGC
9.5.0 The UGC has not been able to function effectively in the 
face of expansion of the higher education system in terms of 
increasing number of colleges and universities. Workload in 
terms of development programmes of the universities to be 
scrutinised by the Commission has been on the increase and their 
scrutiny and clearance by the Commission suffer in quality as 
well as on account of delays.

RocoBBendation:
Therefore, restructuring of the UGC is called for. In the 
opinion of the Committee, the Commission should consist of at 
least five full time members apart from the Chairman and Vice
Chairman, with specialisation in specific areas - teaching, 
research, extension, management and finance. The Commission 
should also have regional offices for decentralised disposal of 
the problems relating to higher educational institutions in the 
respective regions. Structural decentralisation would be 
meaningless unless adequate decentralisation of authority and 
functions is effected and accordingly this should also be 
effected.

Select:veness in admissions
9.6.0 University education should be primarily geared for
post-graduate, doctoral and post-doctoral studies. If we are to 
promote and nurture quality, it is essential that at least at the 
post-graduate and Ph.D. levels, admission becomes somewhat more 
selective. (It will greatly help us in providing selective 
admission to higher studies if the training at the 10+2 levels is 
made more serious and goal-oriented. It will then siphon out a 
large fraction of our students to productive occupations. It is, 
inter-alia, keeping this in view, a new model of vocational 
education has been recommended by the Committee.)

Recommendations:
(i) The universities have come under severe strain on account of 

the load of administering examinations at the bachelor's 
level. They should be relieved of the responsibility of 
holding these examinations so that they can concentrate on 
post-graduate, doctoral and post-doctoral studies, apart 
from research. (This matter has also been separately dealt 
with under the subject of Examination Reforms).
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(ii) If in a college M.A. and M.Sc. teaching is to be continued, 
it must be made mandatory that there are adequate facilities 
for research in those subjects.

Autonomous colleges
9.7.1 The POA envisages establishment of 500 autonomous 
colleges during the Seventh Plan. The basic objectives in the 
establishment of autonomous colleges have been reducing the load 
of autonomous colleges on the university system, decentralisation 
of academic administration, promotion of creativity innovations 
and higher standards. An autonomous college is expected to have 
the freedom to prescribe rules of admission, determine the 
courses of study and methods of teaching and evaluation, conduct 
of examinations etc. The concept of autonomous colleges and the 
programme for establishment of the same have come under criticism 
mainly on account of apprehensions on the part of the teachers 
regarding increased workloads, arbitrariness on the part of the 
management, likely lack of recognition to products of these 
colleges etc.
9.7.2 Grant of autonomy to colleges is a process of 
decentralisation. However, this process will not materialise 
into tangible results unless there is unreserved participation on 
the part of the entire academic community. In response to the 
Perspective Paper on Education and in certain seminars/workshops 
conducted with reference to this paper, reservations have been 
expressed regarding the programme of establishment of autonomous 
colleges. The Chairman of the UGC, during his interactions with 
the Committee, observed that autonomy is a matter of 
unobjectionable necessity but that, however, it should not be 
construed in terms of physical targets. According to him, a 
programme for establishing 500 autonomous colleges is somebody's 
assessment; that autonomy cannot be brought out by such 
assessment but also by being an accepted way of academic 
management.

Recommendation:
The UGC has already appointed a Committee to review the programme 
for establishing autonomous colleges. This review should be 
expedited and modalities should be evolved in this review for 
introducing a regime of autonomy by securing the participation of 
all.
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New management for universities
9 .7.3 The Education Commission, 1964-66 construed autonomy at
three levels:

i) Internally within the universities;
ii) As between the universities and collateral agencies; 

and
iii) As between the universities and Central & State 

Governments.
Pursuant to the POA stipulation to review the management patterns 
of the universities, the UGC appointed the Gnanam Committee which 
has already furnished a comprehensive report in January, 1990. 
This report covers all aspects of management including internal 
and external autonomy, decentralisation, university-government 
relationship;, status and role of the statutory bodies and 
authorities, problems of teachers and students etc. Reportedly, 
the UGC has already considered the recommendations of this 
Committee and formulated its views and the matter is scheduled 
for consideration in the CABE.

Recommendation:
In this background, this Committee does not propose to go into 
the various aspects of management of universities. Government, 
however, should facilitate early decisions on the report of the 
Gnanam Committee, the same having been received as early as 
January, 1990.

Curriculum development
9.8.0 For the redesigning of courses the UGC has set up 27 
Curriculum Development Centres in different disciplines. The 
emphasis is on modernising and restructuring courses in modular 
form. Reportedly, 22 Curriculum Development Centres have given 
the reports and they have been circulated to universities and 
colleges for consideration and implementation. One important 
question that arises for consideration, in this context, is 
whether this centralised arrangement does not militate against 
the autonomy of the universities and colleges on which much 
emphasis has been laid under NPE, 1986. One view that has been 
expressed is that these courses are only recommended to 
universities and colleges which are free to adapt themselves with 
such modification as they deem fit. The Chairman of the UGC, in 
the course of interactions with the Committee, had occasion to 
observe that though UGC may be only issuing guidelines on various 
subjects from time to time, the higher education system as a 
whole has come to look upon such guidelines as iron-bound
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mandates and this by itself has introduced a certain rigidity in 
the system.

Recommendation;
Viewed in the light of this observation, the Government and UGC 
should examine whether the whole process of Curriculum 
Development and designing of courses cannot be decentralised - 
the respective universities and colleges seeking the assistance 
of UGC and panels of experts suggested by them for the purpose of 
designing courses according to the locally felt needs.

Decentralisation
9.9.0 The Government of India, during the Seventh Plan,
funded the State Governments to the extent of Rs.347 crores for 
the purpose of increasing the salaries of the teachers in the 
universities and colleges. Upward revisions of pay scales was to 
go side by side with the teachers taking up certain increased 
responsibilities like increased work loads. In the order of the 
Government of India for the revision of pay scales as such, 
nothing was mentioned about the fulfilment of additional work 
load by the teachers. Subsequently, the University Grants 
Commission issued a statutory notification in which it was stated 
that work load norms would be as per the guidelines of the UGC 
to be issued separately. These guidelines (Regulations on the 
Standards of Education) were also issued by the UGC later on. As 
of now, there is no clear feed back regarding the extent to which 
these guidelines have been implemented by the Universities and 
Colleges.

Recommendation:
In these circumstances, the UGC should immediately conduct a 
study on the extent to which conditions going with the revision 
of pay scales of the University and College teachers have been 
actually implemented and fulfilled.

Teacher Training
9.10.0 Teacher trainin'? in the university system is rather
weak. All along, very rightly, emphasis has been laid on 
building up professional cadres of teachers from down at the 
level of primary school teachers. However, teachers who are 
recruited into the university and college system are not given 
adequate training as of now. No doubt in pursuance of NPE,
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19 8 6/ P O A , 48 Academic Staff Colleges have been established. 
Asked about the adequacy of training for teachers in these 
colleges, Chairman, UGC in the course of his interaction with the 
Committee conceded that at present only orientation is given for 
a period of six to eight weeks and that this is inadequate.

Becomi°endation;
In order to enhance the quality of the teachers in the university 
system, pre-induction training for a period of one year after 
recruitment should be organised. This training should be 
organised on a decentralised basis by the respective universities 
themselves.

9.11.0 In the area of research, selectivity, social and 
economic relevance and cost effective coordination as between 
agencies should be the cardinal principles to be followed. In 
specific terms -

Recommendations:

(i) In basic research it may not be really worthwhile to pursue 
and promote everything that seems interesting, important or 
feasible. The important criteria for the choice of areas 
should be promise of achievement of excellence and 
existence of special advantages that India or Indian 
scholars possess.

(ii) Where there is a potential for exploitation in the near or 
forseeable future in the context of national needs and 
priorities, special efforts should be made by supporting 
agencies, (in addition to encouraging basic research in 
relevant areas ) to ensure possible exploitation of these 
results through establishing proper linkages with user 
(Economic Ministries or Industry) and undertaking 
programmes jointly with them.

(iii) In certain selected areas of research all efforts must be 
made to identify a few educational institutions where 
talented students and faculty could be attracted for 
pursuing well-planned advanced courses so that these 
institutions become the centres of excellence for teaching 
and research. Such centres should be well publicized and 
well-equipped so that the best of talent knows about the 
challenges and opportunities available to them. At these 
centres, critical-sized research groups should be 
established around outstanding scientists and engineers.
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Such centres of excellence should receive support from the 
Department of Education and the UGC as well as from other 
agencies for carrying out research. Resources available 
for such facilities should be adequate. Facilities of 
national laboratories located in the vicinity should be 
made fully available to workers in the universities, who 
together with the scientists of these institutions should 
take up joint post-graduate programmes and research 
wherever possible. (These centres are envisaged 
differently from the University Departments for which the 
UGC gives special support to turn them into Advanced Study 
Centres).

(iv) Science and technology agencies must support universities 
not only in the form of time-bound research projects but 
also in the setting up of sophisticated research facilities 
in educational institutions and providing such other 
infrastructural facilities which will attract the best of 
minds from all over the country. S&T agencies should 
provide certain proportion of overheads (say 20%) to the 
institutions as part of the research grants. Without such 
overheads, the institutions will not be able to provide the 
infrastructure for high-quality research.

(v) It is important that research in humanities and social 
sciences is directed towards contemporary realities in the 
country. There is also need to initiate research which 
takes the Indian intellectual and cultural traditions 
seriously, not necessarily to accept them without question, 
but to learn from them in order to understand ourselves and 
to develop the composite culture of India envisaged in the 
Constitution.

(vi) We have to pay attention to those who aspire for careers in 
specialised area: of science, humanities, etc. Since we do 
not have many undergraduate institutions imparting 
instruction of the highest quality, a few select ones 
should be provided high-level support by the states and the 
UGC in order to enable talented and motivated students to 
get proper training and opportunities for learning.

9.12.0 Extension work in universities, as of now, is largely
in the nature of individual ad hoc activities undertaken by the 
teachers - social work, adult literacy work, population education 
work, slum clearance, work relating to National Service Scheme 
etc. Mostly, these activities are undertaken during the vacation 
periods. What is needed, however, is extension work being 
organically linked with the regular process of 
teaching/learning/research.
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Recommendation:
Universities should involve themselves in development issues in 
the concerned regions. They should become instruments of 
development in the respective regions. Consistent with this 
concept, curriculum, course development etc. should undergo 
significant changes. To be specific, for example, university 
teachers could involve themselves in improvement of rural schools 
so that they become the real 'living link' between the 
universities and school going population in the regions.
The school experience gained should be built into the content and 
pedagogy of university education. For this purpose, the 
universities, so to say - as stated elsewhere - should affiliate 
themselves to educational complexes engaged in the improvement of 
the whole system of school down to the elementary level. This 
way the universities would also come to contribute to enrichment 
of knowledge. This would develop a cycle of overall development 
from content of education to competence building. In the 
process, students coming into the universities would also improve 
in quality and standards. There will be consequent overall 
improvement in the environment prevailing in the university 
system - teachers looking upon their work as of interesting 
social relevance and better crops of students by themselves 
contributing to the quality of university education. In the 
opinion of the Committee, the slogan of the university system 
should rather be "Vishwa Gyan Gaon mein Dhyan".

9.13.1 NPE, 1986 visualises delinking of university degrees
from the requirement for recruitment to services. The POA 
envisages establishment of National Testing Service (NTS) to 
conduct tests on a voluntary basis to determine the suitability 
of candidates for specified jobs and to pave the way for evolving 
norms to judge comparable competence.
13.2 In this context the Department of Education has got a
detailed project report prepared with reference to the guidelines 
of a Project Advisory Committee consisting of experts. 
Establishment of this institution has also been approved in 
principle by the Government in January, 1988 after examination of 
the project report. The salient features of the proposed 
Nation il Testing Service are the following:

- Conduct of tests on a voluntary basis to determine and 
certify suitability of candidates for specified jobs 
that do not require a degree or diploma.
Designing of tests with reference to job description.
Making the service of NTS available to agencies 
organising admissions to higher courses.
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- Functioning as a resource centre at the National level 
in test development, test administration, test scoring 
etc.

NTS is to be an autonomous registered society in the Department 
of Education. The draft Memorandum of Association and Rules for 
registering the society have also been prepared.
9.13.3 The Committee has gone into the matter of delinking
degrees from jobs in the light of its perspective of 
decentralisation of management at all levels and examination 
reforms. These aspects of the Committee's perspective have been 
reflected elaborately elsewhere in the report. So this is not 
being gone into over and again.

Recommendation:
In the view of the Committee testing of competencies is best left 
to the concerned user agencies - whether they be employers or 
educational institutions. While there is need for a National 
Testing Service, it need not be a body for conduct of tests in a 
centralised way. It need only be a development agency engaged in 
research and performing certain service activities including in 
terms of aid to building of models for tests. Model for test 
development, administration scoring etc. can be built up as part 
of the service functions of the organisation. It can also be a 
clearing house of experiences in educational testing.

9.14.1 NPE, 1986 envisages a new pattern of rural universities 
to be consolidated and developed on the lines of Mahatama 
Gandhi's ideas on education to meet the challenges of micro 
planning at grass root levels for the transformation of rural 
areas. It also envisages support for institutions and programmes 
of Gandhian basic education. The POA spells out the contours of 
the programme for development of rural universities and 
institutes. The rural university/institute is described as a 
complex of institution to integrate education with productive and 
creative activities. Disciplines of sciences, technology, 
humanities and social sciences are to be integrated horizontally 
and also vertically at all stages of education, primary to 
higher. The specific step recommended in the POA is initiative 
on the part of the Central Government for establishing Central 
Council of Rural Institutes, for providing resource support for 
the development of infrastructure as well as conceptual, 
methodological and academic inputs in the design and structure of 
programmes, development of teaching and learning materials, 
evaluation of procedures etc. The POA also calls for the 
appointment of a Working Group by the Ministry of H.R.D. to 
formulate detailed schemes for the development of rural 
institutes and Gandhian Basic Education.
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9.14.2 Following up on the NPE and POA stipulations in respect 
of rural universities and institutes a project report was 
prepared by the Educational Consultants India Ltd. (Ed.CIL) 
assisted by a Working Group headed by Dr. M. Aram. Having 
examined the project report, the Department of Education has 
prepared a proposal for establishment of a Central Council for 
Rural Institutes. There is also a plan provision of Rs. 2 crores 
for the year 1990-91 for the implementation of a Central scheme 
for the purpose. Reportedly, the Department of Agriculture and 
Rural Development have agreed with the proposal for creation of 
this organisation. The Planning Commission also would seem to 
have given their concurrence subject to the condition that the 
Central Council would have no accreditation functions and that 
for coordination/determination of standards the Central Council 
and rural institutes would be under the supervision of UGC.

Recommendation
The Committee is in agreement with the proposal for giving 
support to rural universities and institutes. However, they 
should be brought under the umbrella of the State Councils of 
Higher Education. The State Councils, even as envisaged in the 
POA, are to give advice to the UGC in respect of maintenance of 
standards. Therefore, they can perform this function in regard 
to rural universities and institutes as well. As already stated, 
the advice of the Planning Commission on the Department's 
proposal is also that maintenance of the standards should be left 
to the UGC. If the State Councils of Higher Education and the 
UGC together can help in the maintenance of standards and if the 
present practice of routing funds to rural institutes through the 
UGC is continued, there would be no need for establishment of a 
Central Council and the Committee recommends accordingly.
The State Councils may perform the following specific role in 
handling affairs relating to rural universities/institutes:

- Ensuring autonomy of the institutions in developing 
their own course content, research programmes and 
extension activities.

- Ensuring equivalence of the diplomas awarded by rural 
universities/institutes with university degrees in 
order to facilitate horizonal and vertical mobility for 
its graduates.

- Coordination for involving the rural institutes with 
the district level rural development programmes.
Facilitating affiliation of rural institutes with State 
level universities/Agricultural Universities according 
to their choice.
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9.14.3 While Agricultural Universities have set up a model of
higher education more relevant to rural needs than ordinary 
universities by linking agricultural education, research and 
extension with the development needs of the region, they have 
not, obviously because of their basic objectives, involved 
themselves in areas of rural development other than agriculture.

Recommendation
So Agricultural Universities may diversify their education 
programmes, particularly in areas closely connected with 
Agriculture. The State Agricultural universities should be 
encouraged to set up centres/institutes for rural development.

9.14.4 The traditional universities also should play a 
meaningful role in rural development. The establishment of 
meaningful linkages between the function of the traditional 
universities in imparting and generating higher knowledge on the 
one hand and the social and economic development of the region 
around them on the other, will significantly help in the 
aimlessness and irrelevance enveloping university education. 
The traditional universities may also establish faculties of 
rural studies and research.
9.15.0 The Programme of Action under NPE, 1986, envisages
establishment of a National Apex Body. Action has been initiated 
by the Department of Education, in this context, for the 
establishment of a National Council of Higher Education to bring 
about coordination between the UGC, the All India Council for 
Technical Education, Indian Council of Agricultural Research, 
Medical Council of India and Bar Council of India. In specific 
terms, the objective of establishing this body, as reflected by 
the POA, is 'to deal with policy aspects of higher education and 
to undertake integrated planning and to reinforce programmes of 
post-graduate education and inter-disciplinary research'. 
Functions envisaged are tendering of advice to Government on 
policy, coordination of activities of the various bodies in 
different fields, encouragement of inter-disciplinarity and 
promotion of interfaces amongst different areas, allocation of 
resources, establishment and management of common infrastructure 
and coordination of policy concerning external academic 
relations.

Recommendation
Going by these objectives and functions of the apex body, it does 
not seem necessary to create another institution at the national 
level to function as a super body, as it were. These objectives
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can be achieved and functions performed by an appropriate 
coordination mechanism that could be brought into existence by a 
mere Resolution of Government. This mechanism, in the opinion of 
the Committee, could have a two-tier structure - (i) a Council of 
Ministers of Higher Education, the Ministers being those holding 
portfolios relating to education, agriculture, health, law and 
Science & Technology; and (ii) a Council of Secretaries dealing 
with these subjects and Heads of the concerned institutions apart 
from Finance Secretary to Government of India and
Secretary, Planning Commission. Being a high powered - body, the 
former Council may be presided over by the Prime Minister. One of 
the concerned Ministers may be the Vice-Chairman by rotation. 
The Council of Secretaries and Heads of Institutions together may 
basically formulate the policies and submit the same to the 
Council of Ministers for approval.

Grievance Redressal
9.16.0 One of the surest means of breathing a new environment 
in the university system is establishment of a proper grievance 
redressal machinery. This has already been gone into very 
elaborately by the Law Commission in the context of 
decentralisation of administration of justice relating to centres 
of higher education. In the process, the Commission also had 
extensive consultations with Vice-Chancellors, academics, 
university employees and Association of Indian Universities, 
based on a working paper. The essence of the report of the 
Commission is that the administration of justice in centres of 
higher education should be tribunalised. For facility of easy 
comprehension the points made by the Commission in support of 
Vribunalisation are presented below:

(i) In the context of ever increasing complexity of Higher 
Education - due to diversification of educational 
disciplines and increase in the number of institutions 
and manpower therein - special expertise is required in 
dealing with disputes. This kind of expertise is not 
normally available in the general legal system. 
(Reference has been made to the existence of as many as 
2000 tribunals of a specialised nature in the U 
Reference has also been made to the recommendations of 
the Law Commission for establishment of National Tax 
Courts.)

(ii) Ever increasing volume of work of the ordinary Courts 
including the High Courts and Supreme Court, consequent 
on which administration of justice in centres of Higher 
Education gets badly delayed as in other areas.

(iii) The present situation regarding availability of the 
Industrial Disputes Act for grievance redressal in 
Centres of Higher Education is unsatisfactory.
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(iv) Decentralised system of administration of justice 
through tribunals, by itself, helps in speedy disposal 
of cases.

Law Commission on grievance redressal
9.17.0 The structure recommended by the Law Commission is a
three-tier one - grass-root level, State level and national 
level. At the base each University is to have its own grievance 
handling forum. (The Commission has, indeed taken note of 
existence of such mechanisms at present like under the Poona 
University Act.). These grass-root level institutions are to be 
participative in nature, giving representation for all the 
effected interests, Disputes concerning admissions, malpractices 
in examinations, disciplinary action against students, students' 
complaints against teachers etc. are to come within the 
jurisdiction of the base-level tribunals. State level tribunals 
are to have original and appellate jurisdiction. Policy problems 
are to come within original jurisdiction. The National 
Educational Tribunal also will have original and appellate 
jurisdiction. In the three-tier structure, the jurisdiction of 
all courts upto High Courts is to be excluded. The State 
Tribunals are to have five members:-

1. A sitting or retired Judge of High Court to be 
Chairman;

2. Two members from among persons eligible for being 
appointed as High Court Judges;

3. One member from the ranks of former Vice-Chancellors;
4. One member being an eminent Professor.

The National Tribunal is to have the following composition:
1. Sitting or retired Judge of the Supreme Court to be 

Chairman;
2. Two members from among persons eligible for being 

appointed as Supreme Court Judges;
3. Two members from the ranks of distinguished 

educationists/former Vice-Chancellors/administrators.
Judicial members of the State/National tribunals could be 
appointed through the proposed National Judicial Service 
Commission. Non-judicial members could be appointed by the 
Governor in consultation with the UGC/President in consultation 
with the UGC.
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The recommendation of the Law Commission in regard to 
tribunalisation of justice in centres of higher 
education is pending decision. Early decision on 4 his 
may be taken by the Government.

Fecongtndation:

2 3+



CHAPTER 10
TECHNICAL AND MANAGEMENT EDUCATION

NPE/POA stipulations
10.1.1 Reorganisation of technical and management education 
is envisaged in the NPE (para 6.1) in the context of the 
anticipated scenario by the turn of the century.
10.1.2 The POA has suggested broad strategies covering 
management of the system, thrusts and directions in regard to 
various levels of Technical Education, interaction networks, 
infrastructural development, staff development, innovations, 
research and development. Important amongst these are:-

Development of technician education, diversification of 
undergraduate courses special attention to post
graduate education, strengthening and expansion of 
technical teacher education and training, provision of 
facilities for continuing and distance education, 
women's education, interaction networks etc.

10.1.3 Specific measures suggested are:

* Improvement of laboratories
* Provision of libraries
* Provision of building amenities.
* Statutory authority for AICTE
* Creation of national manpower information system
* Autonomy for institutions
* Entrepreneurship development.
* Curriculum development.

* Technical education for women
* Distance learning
* Strengthening of Community Polytechnics
* Linkages with industry and R&D organisations.
* Modernisation and removal of obsolescence etc.
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Committee's pcrspective♦»w *10.2.1 In the area of technical education, the question that
should basically be raised is 'technology for whom'. Technical 
education should serve the real needs of the people as against 
the needs projected by the consumerist society. A total 
reassessment of technology and its use in the rural area is also 
necessary. What is needed is a social direction being given for 
technical and management education. Technical education should 
not result in man becoming the tool of technology. Rather, 
technology should become the tool of man. The human face of 
technology should receive unfailing projection.
10.2.2 A rethinking is also called for in management 
education. It should cater to the real needs of our rural 
society and disadvantaged sections. It should not be unduly 
preoccupied with industrial and business administration.
10.2.3 Technical education also has an interventionist and 
cat ilytic role to be performed in the arras of planning for the 
curriculum, courses, campus life etc. Voluntary agencies engaged 
in technical education for women in rural areas should be helped.
10.2.4 While India should make advances in technologies care 
should be taken to see that a culture of eternal dependence on 
foreign technology is not created.
10.2.5 As high quality technical education is being provided 
in major ;nstitutions like the IITs, RECs, that too at highly 
subsidised costs, a policy to ensure availability of the services 
of graduates from these institutions within the country atleast 
for a stipulated period deserves to be devised.
10.2.6 Modern technical and technological education, should be 
informed by the country's own past wisdom.

The present scenario
10.3.1 The past four decades have been marked by phenomenal 
expansion of technical education facilities. India has come to 
have! one of the largest systems of technical education in the 
world. The annual admission capacities of degree and diploma 
levels respectively are 37,000 and 75,000.

10.3.2 Several institutions of excellence have come to be 
established - IITs, IIMs, IISc. Quite a few highly specialised 
institutions also have come to be established like the National 
Institution for Training in Industrial Engineering (NITIE), 
Indian school of Mines (ISM), School of Planning & Architecture 
(SPA) National Institution of Foundry and Forge Technology 
(NIFFT) and National Institute of Design (NID). A large number 
of programmes also have come to be established in the areas of 
quality improvement and service to community through the 
technical education institutions. The National Technical
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Manpower Information System has been“treated to provide upto date 
and meaningful manpower projections on a continuing basis.
10.3.3 However, serious imbalances and distortions have come
about in the growth of technical education. The scenario of 
technical education has been presented in a telling way in the 
agenda papers for the Conference of Central Advisory Board of 
Education (July, 89). In the same terms, it was also presented 
before the Committee by the Technical Education Bureau of the 
Department of Education. This scenario is exhibited below:

- While a large number of habitations in the country are 
even today without any facilities for technical 
education, about 38% of the degree level institutions 
and 30% of the diploma level institutions recognised by 
the All India Council for Technical Education (AICTE) 
are concentrated in four states - namely, Andhra 
Pradesh, Karnataka, Maharashtra and Tamil Nadu. Almost 
all the engineering colleges and polytechnics 
unrecognised by the AICTE are in these four States; and 
many of them are sub-standard institutions run on 
commercial basis.
The enrolment of girls in technical education 
institutions at degree level is only about 12%, while 
at diploma level it is about 17%.

- The enrolment of SC/ST students in degree level 
institutions is less than 5% and in diploma level 
institutions less than 9%.

- In most of the institutions, both at degree and diploma 
levels, there is hardly any R and D activity. R & D 
activities generally take place in the IITs, IISc 
(Bangalore) and a few universities and colleges.

- There is serious unemployment among engineers and 
technicians. At the same time, there is a shortage of 
highly trained engineers in engineering design, 
advanced materials, turbo-machinery, computer science 
and micro-electronics. There is a mis-match between 
production and demand. With the anticipated industrial 
growth and economic development by the turn of the 
century, we may have to produce many more qualified 
engineers and technicians than at present.

- Wastage in the system is enormous. An analysis of the 
intake and out-turn figures of recognised institutions 
shows that wastage at degree level is about 30%, at 
diploma level 35% and at post-graduate level 45%. The 
situation in unrecognised institutions is worse.

- There is acute shortage of faculty. About 25 to 40% of 
faculty positions remain un-filled.
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Even our premier institutions are struggling to keep 
themselves up-to-date. The infrastructural facilities 
available in the vast majority of our technical 
education institutions are alarmingly inadequate. The 
quality of training in most of the institutions is 
poor. Many of the courses offered in these 
institutions are outdated. Teaching competency is low, 
while the management system continues to be rigid.
High quality engineers and technologists trained in 
emerging areas in some of our prestigious institutions 
migrate abroad. In addition, many good graduate 
engineers take up management and other professions.
Technical education institutions by and large function 
in isolation. In spite of all that has been talked 
about on the matter, linkages and interaction between 
technical education institutions and user agencies 
(such as industry, R & D organisations and development 
sectors) are not sufficiently strong.

Post policy implementation
10.4.1 Particulars of investments made in the central sector
for education during the three years, 1987-88 to 1989-90 are 
presented in the following table:

Table 1
(Rupees in crores)

1987-88 1988-89 1989-90 1987-88 to 
1989-90

1. Plan
2. Non-plan

167.43 
96.22

168.00 
140.34

136.23 
142.94

471.66
379.50

3. Total for Technical 
Education

263.65 308.34 279.17 851.16

4. Thrust area schemes*
(a) IITs

plan and
(b) RECs

Non-plan
(c) IIMs

TcJtal of IITs, RECs and 
IIMs.

75.34 
87 . 03 
28.20 
10. 60 

201.17

70. 69 
98 . 29 
27 . 08 
11.41 

207.47

47.24 

103.94 
31.20 
15. 21 

197.59

193.27

289.26
86.48
37.22

606.23

% of (4) to (3) above. 28 . 57 22 . 93 16.92 22.71
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10.4.2. Bulk of the budget and expenditure in technical
education are accounted for by the Plan Schemes for thrust areas 
and plan and non-plan provision for ITTs, RECs and Indian 
Institutes of Management. Expenditure on thrust area schemes, 
during 1989-90, accounted for 34.67% of the total plan 
expenditure on technical education.

* The thrust area schemes are:
i) Strengthening of facilities in crucial areas of 

technology where weakness exists.
ii) Creation of infrastructure in areas of emerging 

technologies.
iii) Programmes of new/improved technologies.

Thrust area schemes
10.4.3 The Committee reviewed in detail the 'thrust area'
schemes both because of their importance and substantial size of 
their funding under plan as reflected by the above table. These 
schemes are implemented by obtaining projects from technical 
education institutions. The projects are got prepared with 
reference to guidelines provided for the same. They are cleared 
on a selective basis and assistance released on the advice of 
National Experts Committee. Monitoring of implementation of the 
projects is done at present twice in a year, taking up for review 
implementation of the various projects for which assistance is 
granted. The review is effected with reference to specific 
subject areas. Subject experts are associated in the matter of 
evaluation of implementation of the projects. The Evaluation 
Sheets in respect of the individual projects taken up for review 
do not necessarily reflect any significant analysis of the output 
of the projects. The evaluation seemingly gives importance for 
the level of expenditure incurred against amounts sanctioned. 
Often, grading of performance of individual projects is summarily 
given in terms of observations such as 'satisfactory', 'highly 
satisfactory' etc. In quite a number of cases the beneficiary 
institutions have simply failed to report for evaluation, having 
received assistance from the Government. The number of projects 
and concerned institutions taken up for evaluation in the annual 
Review meetings is also quite large. It is unclear whether such 
reviews and evaluation do really help in making a realistic 
assessment of whether value is being obtained for money spent.

Recommendation
A detailed evaluation of the thrust area schemes should be 
undertaken by a national level expert committee with the 
following specific terms of reference:-
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i) Whether funds provided for identified crucial projects 
have been properly spent in terns of purchase of 
equipment and their utilisation, civil constructions 
etc.

ii) Whether the objectives of the projects have been 
achieved.

iii) Whether investment in individual projects has been 
optimal (grants given in regard to a number of projects 
are small amounts and there is a seemingly thin 
spreading of resources)

iv) Rearrangement of priorities, if any, that may be needed 
in funding projects

v) Advising on strengthening of monitoring system so as to 
get meaningful feedbacks regarding the success of the 
projects.

Community Polytechnics

10.4.4 Another important scheme in the technical education 
sector particularly from the point of view of benefits to the 
rural sector and the adult unemployment is that of community 
polytechnics. There are 110 community polytechnics in the 
country. Since the inception of the scheme in 1978-79, 
reportedly over one lakh persons have been trained under the 
scheme; over 5000 villages have been benefited by technical 
services; and over 6000 villages by transfer of technology.
10.4.5 A National Expert Committee headed by Shri S.S.Kalbag 
gave a report on Appraisal of Community Polytechnics in 1987. 
This report itself was given in pursuance of NPE, 1986, which 
stated that 'the Community Polytechnic system will be appraised 
and appropriately strengthened to increase its quality and 
coverage'. The report, inter alia, gave the following important 
recommendations.

- All the training programmes being carried out in 
villages through tutors from the village youth trained 
initially by the staff of the Community Polytechnics.

- Implementation of multi skill training programmes to 
meet more effectively rural job requirements.

Village centres to take up programmes relating to non- 
formal technical training, TRYSEM, SUPW, techno- 
economic surveys etc.
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Creation of information system so as to facilitate 
preparation of transfer of technology document, bring 
about linkages between village problems and science & 
technology establishments through Technical Teacher 
Training Institutes.
Recurring grants being made proportional to the output 
of the community polytechnics.
Community Polytechnics to get inputs of local 
technological problems from village centres and refer- 
them to the regional information centres located in the 
Technical Teacher Training Institutes where 
identification will be done of the agency which could 
handle the problem; the Regional Information Centres 
in-turn to be linked to the National Centre to be 
located in CAPART.
Provision of funds through diversified sources - 
Ministry of H.R.D./State Education Departments to 
provide core-grants, CAPART, Department of Science & 
Technology etc. to provide for project funds, TRYSEM to 
provide funds for training etc.

10.4.6 The report of Kalbag Committee estimated the financial 
requirements for the years 1988-89 and 1989-90 at Rs. 10.20 
crores and Rs. 12.25 crores respectively (Non-recurring as well 
as recurring requirements included). Inter alia, this outlay was 
to include establishment of 350 Community Polytechnics and 2000 
village centres during 1988-90.
10.4.7 Concrete action on the implementation of the 
recommendations of Kalbag Committee is vet to be taken. Though 
the Department of Education has examined the report, the decision 
taken in a meeting of the Expenditure Finance Committee (EFC) was 
that proposals for strengthening and expansion of Community 
Polytechnics could be taken up during the Eighth Plan.

Recommendation
To the extent that three years have passed by after the report 
was received, the Department should update the financial 
requirements and take up the implementation of the 
recommendations of the Committee well within the first year of 
the Eighth Five Year Plan.

AICTE

10.5.0 The All India Council for Technical Education has come 
to be invested with statutory authority. There has been wide
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spread grievance all over India that in taking decisions on 
requests for approvals of new institutions and courses, there 
ha\e been inordinate delays due to over centralised style of the 
Council's operations.

Recommendation
Emergent steps should be taken to ensure that the regional 
offices of the AICTE are.headed by senior functionaries so that 
they are effective ih discharging their responsibilities for 
coordination with the state authorities. These offices should 
also be given adequate devolution of authority and functions so 
that they operate efficiently and speedily with the help of the 
regional offices.

IITs
10.6.0 The IIT Review Committee has submitted its report in
1986. Though four years passed by since the submission of the 
report, concrete action does not seem to have been taken on the 
report. Important among the findings/recommendations of the 
Comiiittee are the following

* The IITs do not seem to motivate the students and 
teachers sufficiently in regard to their commitment to 
the nation to give their best and achieve excellence.

* Efficiency and productivity have been affected by 
obsolescence in the Institutes set up two to three 
decades ago and lack of coordinated manpower and 
technology policies.

* IITs should take up research and development activities 
related to the environment in which they are located. 
For this purpose, they should diagnose the 
problems/needs of nearby rural communities and work for 
their solutions.

* IITs should use their facilities for spreading 
education.

The joint entrance examination scheme should be 
redefined by evolving and introducing an aptitude test. 
Coaching of SC and ST candidates for joint entrance 
examination should be rationalised.

Inculcation of Indian values should be brought about by 
emphasis being laid, in the curriculum, on the socio
economic ethos in which technology development is 
taking place in India.

*

*
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Radical changes in the management structure should be 
made by taking up necessary amendments to the Act and 
statutes for the purpose. (One of the principal 
objectives ^f the proposed changes in the management 
structure is decentralisation of decision making.)

Recommendation
The report of the IIT Review Committee should be carefully 
considered and decisions taken emergently.

Future Perspective and Measures
10.7.0 Taking into account the present scenario and the
perspective of development of technical education vis-a-vis the 
national development goals, it is felt that while consolidating 
and strengthening the ongoing programmes, we should concentrate 
on certain crucial areas - standard and quality improvement at 
all levels; upgradation of infrastructure facilities; linkages 
with industry and national laboratories; technology world and 
man-power assessment; prevention of brain drain; research and 
development; cost effective needs; programmes for SCs/STs, women 
and the physically handicapped; entrepreneurship development; and 
continuing education.

Recommendations
a) Improvement of quality and standards at all levels 

Action:
- Introduce a broad-based flexible system through modular 

courses with credit system and provision for multi
point entry.

- Encourage creativity and innovation in experimental 
work by introducing problem/process-oriented laboratory 
exercises.

- Review curricula on a continuing basis.
- Improve quality of science education in schools.
- Admit students to technical education programmes based 

only on merit and motivation.
- Make recruitments to teaching positions strictly on 

merit by open competition and on all-India basis.

*
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- Develop engineering faculty members through the 
effective use of study leave, summer training, 
consulting and research opportunities.

- Assess teachers annually through a "staff appraisal 
scheme".

- Introduce coordinated training programmes for non
teaching technical supporting staff.

- Grant autonomy to selected institutions and departments 
on the basis of the track records.

- Accredit all existing institutions and grade their 
quality through accreditation procedure.

b) Upgrading of infrastructural facilities.

Action:
- Strengthen the programmes of 'modernisation', 'removal 

of obsolescence', 'thrust areas' etc.
- Enhance computer facilities through appropriate net

working.
- Provide audio-visual aids and reprographic facilities.
- Improve library services with modern networking 

facilities through computers and satellite 
communications.

- Formulate a long term plan for increasing access to 
world literature in science & technology.

- Establish learning resource centres.
- Provide residential accommodation for faculty and 

students and improve facilities for sports, recreation, 
cultural activities etc.

c) Establishment of effective linkages with industry, national 
laboratories, development sectors and other institutions/ 
bodies.
Action:

- Promote industry - institution interaction through 
apprenticeship opportunities, consultancy and sponsored 
research, continuing education programmes for industry 
personnel, 'adjunct professorship' in institutions for 
willing and capable personnel from industry, 
'residency' for institutional faculty in industry, 
involvement of industry in the development for
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curricula, courses etc.
Set up industrial liaison boards, industry-institution 
cellr, industrial foundations etc.

- Make national laboratories such as BARC, NAL, NCL, NPL 
and DMRL, train students at the post-graduate and Ph. D 
levels in chosen areas of advanced technology.

- Encourage mobility and exchange of faculty between 
academic institutions, national laboratories and 
industrial establishments.

- Strengthen the scheme of networking higher 
technological institutions with less developed ones.

- Involve professional bodies in planning and organising 
educational programmes.

d) Technology watch and assessment of manpower needs.
Action:

Ensure coordination between the Technology Information 
Forecasting and Assessment Council (TIFAC) under the 
Department of Science & Technology and the National 
Technical Manpower System (NTMIS) under the Department 
of Education to couple the technology forecasting 
system with the system for manpower forecasting and 
planning.

- Prepare a National Directory of Occupations and Job 
Titles to identify a variety of need-based courses and 
fixing intake levels.

- Consider reviving the Indian Engineering Personnel 
Service (IEPS).

e) Measures to prevent brain drain.
Action:

- Make the Scientists Pool in the CSIR more attractive by 
offering better remuneration according to merit and 
placement in the right institutions.

- Utilize all international collaboration programmes to 
enable Indian scientists and technologists to undertake 
useful collaborative projects with well established 
institutions abroad.

- Take concrete steps to enhance the mobility of 
scientists and technologists paying due attention to 
matters such as accommodation, financial compensation, 
children's education etc.
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- Check migration of engineering graduates to non
engineering professions through career guidance 
activities.

- Make available opportunities of employment, including 
on part-time basis, for well trained women 
scientists/engineers.

- Consider bringing in legislation to ensure that highly 
trained engineers and technologists put in atleast 
three years of service in the country before they can 
go abroad as in countries like France.

f) Promotion of research and development (R&PI
Action:
- Set up some of the major national facilities required 

for carrying out research in educational institutions.
- Provide access to the major national facilities to 

wider cross-sections of academic community and more 
importantly to the student community on the campuses.

- Assign to educational institutions challenging mission- 
oriented projects to give better focus to their R & D 
efforts.
Promote centres of excellence around small groups of 
scientists and engineers.
Allocate resources for research on the basis of 
priorities rather than 'something for-everybody' basis.
Identify problem-oriented research projects of national 
importance in consultation with industry and national 
agencies.

Set up a National Board for Science and Engineering 
Research solely for funding fundamental research on the 
pattern of the National Science Foundation (NSF) of the 
United States.

Encourage multi-disciplinary, trans-disciplinary and 
trans-organizational research with emphasis on design 
and development.
Ensure that the research programmes undertaken by post
graduate teaching and research institutions are 
properly screened and pre-evaluated.
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"T̂ JUjvoUJ-C-
g ) Steps to ensure cost-effectiveness.

Action:
- Wind up courscs and programmes which are out-dated and 

stereotyped. Promote introduction of courses in 
conventional areas only in exceptional cases.
Encourage neighbouring academic and research 
institutions not only to conduct joint programmes, but 
also to share facilities.
Make the interested agencies and industries bear the 
cost of providing trained manpower in certain highly 
specialised areas rather than support such training 
from Government funds.
Explore avenues for multiple usage of infrastructural 
facilities existing in technical education 
institutions. They include part-time evening courses, 
continuing educational programmes, consulting and 
testing services, and so on.
Encourage institutions to generate resources through 
consultancy, testing services, etc.
Emphasise the role of non-monitoring inputs such as 
better planning, advanced technologies and practices, 
better systems of supervision and administration, 
monitoring and evaluation, and above all dedicated 
efforts by teachers, students and educational 
administrators.

- Devise an alternative system as distinct from 
government funding system to involve private and 
voluntary effort in technical education sector in 
conformity with accepted norms and goals.

h) Special programmes for SC/ST. women and the physically
handicapped.

Action:
- Identify as many talented and bright SC/ST students as 

possible at school stage and organize special coaching 
classes to prepare them to compete with other students 
for admission to professional courses in engineering 
and technology on their own merit.

- Provide adequate hostel accommodation and special 
incentives such as scholarships, freeships, stipends 
etc. to attract girl students to professional courses.

- Organize guidance seminars for girl students at the + 2 
stage of school to motivate them and to give them
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insights into the various branches of engineering and 
technology.
Make efforts to introduce training programmes for the 
physically handicapped in as many existing^ institutions 
as possible. Special equipment and facilities will be 
required for imparting training to the physically 
handicapped.

- Devise appropriate formal and non-formal programmes of 
technical education for the benefit of women, the 
economically and socially weaker sections, and the 
physically handicapped.

i) Entrepreneurship development
Action:
- Strengthen the activities and programmes of the 

National Science and Technology Entrepreneurship 
Development Board (NSTEDB).

- Promote programmes such as Entrepreneurship Development 
Programmes (EDPs), Entrepreneurship Awareness Camps 
(EACs), Science and Technology Entrepreneurs Parks 
(STEPs) and preparation of opportunity profiles.

- Integrate entrepreneurship education with the formal 
system of technical education by introducing suitable 
modules.

- Implement special entrepreneurship development 
programmes exclusively for S&T personnel in close 
collaboration with NSTEDB, CSIR Laboratories, 
Industrial Development Bank of India, Department of 
Industrial Development and such other agencies.

j) Continuing education and re-training programmes
Action:
- Formalise retraining programmes for engineering and 

technology personnel engaged in all sectors, and make 
them mandatory.

- Create programmed learning packages and employ distance 
learning methodology to enable self-development and 
training of all scientific and technical personnel.

- Adopt continuing education as a national culture and 
make it a recognised activity of all technical 
education institutions. In fact much of the manpower 
requirements in emerging areas should be met by 
retraining technical personnel already in employment.
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Investment for high technology
10.8.0 Often investments in higher technical education 
institutions comes to be criticised on the basis that letter 
levels of education have to be given priority. While technical 
education should be reoriented to the needs of the rural people, 
care should be taken to see that high technology is not de
emphasised, lest India becomes a back number in the world in 
terms of development. (In fact, some high level technologies do 
have direct impact on the daily lives of the rural people - 
farmers, fishermen etc.). Even for investment in letter levels 
of education on grounds of equity and social justice, adequate 
funds should be provided for institutions of excellence.
10.9.0 It is hoped that with the sort of approach indicated 
above, the technical education system would be able to produce 
high quality engineers and technologists to meet the challenges 
posed by the 21st century.
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CHAPTER 11

LANGUAGES IN EDUCATION

Background
11.1.0 Languages are ccntral to education. Education Policy 
should, therefore, spell out in clear terms the manner of their 
use and development. In our pluralistic society, use and 
development of languages in the education context is riddled with 
complexities. The magnitude of the problem is self-evident from 
the census data. There are 1652 mother tongues in India. There 
are over 100 languages spoken by about 662 million people. Ninety 
of them are spoken by 10,000 people or more. The speakers of 
languages mentioned in the Eighth Schedule of the Constitution 
are 632.3 million, that is nearly 96% of the total population. 
The languages belong to four principal families, namely, the 
Indo-Aryan, Dravidian, Astro-Asiatic and Tibeto-Burman. Languages 
which are used as media of instruction in the schools, as of now, 
are sixty-seven.
11.2.0 It is in the backdrop of these complexities that 
educational planners in India have had to evolve a policy for 
teaching and learning of languages in the educational system. 
The one now in existence is the policy set out in tlie National 
Policy on Education, 1968. The National Policy on Education, 1986 
commended the implementation of the policy of 1968 
"energetically" and "purposefully".

Languages in Education Policy of 1968:
11.3.0 For the sake of convenience, the Education Policy of 
1968, so far as it concerns the development of languages, is 
presented below:
(a) Regional Languages - The energetic development of Indian 

languages and literature is a sina qua non for educational 
and cultural development. Unless this is done, the creative 
energies of the people will not be released, standards of 
education will not improve, knowledge will not spread to the 
people, and the gulf between the intelligentsia and the 
masses will remain, if not widen further. The regional 
languages are already in use as media of education at the 
primary and secondary stages. Urgent steps should now be 
taken to adopt them as media of education at the university 
stage.
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(b) Three-Language Formula - At the secondary stage, the State 
Governments should adopt, and vigorously implement, the 
three- language formula which includes the study of a modem 
Indian language, preferably one of the southern languages, 
apart from Hindi and English in the Hindi-speaking States, 
and of Hindi along with the regional language and English in 
the non-Hindi-speaking States. Suitable courses in Hindi 
and/ or English should also be available in universities and 
colleges with a view to improving the proficiency of 
students in these languages up to the prescribed university 
standards.

(c) Hindi - Every effort should be made to promote the 
development of Hindi. In developing Hindi as the link 
language, due care should be taken to ensure that it will 
serve, as provided for in Article 351 of the Constitution, 
as a medium of expression for all the elements of the 
composite culture of India. The establishment, in non-Hindi 
States, of colleges and other institutions of higher 
education which use Hindi as the medium of education should 
be encouraged.

(d) Sanskrit - Considering the special importance of Sanskrit to 
the growth and development of Indian languages and its 
unique contribution to the cultural unity of the country 
facilities for its teaching at the school and university 
stages should be offered on a more liberal scale. 
Development of new methods of teaching the language should 
be encouraged, and the possibility explored of including the 
study of Sanskrit in those courses (such as modern Indian 
languages, ancient Indian history, Indology and Indian 
philosophy) at the first and second degree stages, where 
such knowledge is useful.

(e) International Languages - Special emphasis needs to be paid 
on the study of English and other international languages. 
World knowledge is growing at a tremendous pace, especially 
in science and technology. India must not only keep up this 
growth but should also make her own significant contribution 
to it. For this purpose, study of English deserves to be 
specially strengthened.

The Three-Language Formula
11.4.1 To deal with the three-language formula first: The
following problems have been encountered in the implementation of 
this formula:

- Often, the States offer, in the first, second and 
third languages more optionals than stipulated in the 
three- language formula. Even though the number of 
languages taught is three, the languages are not those 
in the formula. The preferred third language in the
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Hindi State is often Sanskrit and not a modern Indian 
language - a southern language - though classical 
languages like Sanskrit do not find place in the three- 
language formula. Controversies, consequently, arise in 
favour or against accommodating such classical 
languages within the formula.

- There are differences in the motivation for learning of
the third language. While there is economic motivation 
for learning Hindi in non-Hindi States, the motivation 
for learning southern languages in Hindi States is 
largely cultural. This results in lack of uniformity in 
learning objectives and competence levels in the third 
language.

- The demand from linguistic minorities to fulfil the
commitment for facilities to learn in the mother tongue 
in schools at the primary level is often not complied 
with. The problem concerning the place of minority 
language in the three language formula gets confounded 
on account of the fact that every State is multilingual 
with two or more minority languages. The particulars of 
speakers of minority and majority languages in the 
various States are furnished below:

State/Union Maioritv lanauaqe & Percentaqe of speakers
Territory % of its speakers of minority lanquaqes

Andhra Pradesh Telugu 85.13 14.87
Arunachal Pradesh Nissi/ 

Daf la
23.40 76. 60

Assam Assamese 60.89 39 .11
Bihar Hindi 80.17 19. 83
Goa Konkani 56.65 43. 35
Gujarat Gujarati 90.73 9. 28
Haryana Hindi 88 .77 11.23
Himachal Pradesh Hindi 88.95 11.05
Jammu & Kashmir Kashmiri 52.73 47.27
Karnataka Kannada 65.69 34.31
Kerala Malayalam 95.99 4.01
Madhya Pradesh Hindi 84.37 15. 63
Maharashtra Marathi 73 .62 26.38
Manipur Manipuri/

Meitei
62.36 37.64

Meghalaya Khasi 47.45 52.55
Mizoram Mizo/ 

Lushai
77.58 22.42

Nagaland Ao 13.93 86. 07
Orissa Oriya 82.23 17.77
Punjab Punjabi 84.88 15.12
Rajasthan Hindi 89.89 10.11
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State/Union_______ Majority language &______ Percentage of speakers
Territory % of its speakers of minoritv languages

Sikkim Nepali 60.97 39. 03
Tamil Nadu Tamil 85.35 14.65
Tripura Bengali 69.59 30. 41
Uttar Pradesh Hindi 89 . 68 10. 32
West Bengal Bengali 86.34 13.66

Union Territories
Andaman L Nicobar Bengali 24.68 75.32
Islands
Chandigarh Hindi 55.11 44 .89
Dadra & Nagar Bhili/ 68.69 31.31
Haveli Bhilodi
Delhi Hindi 76.29 ^3.71
Lakshadweep Malayalam 84 . 51 15. 49
Pondicherry Tamil 89 . 18 10.82

( Based on 1981 census except information about
Assam which is based on 1971 census )

- Problems concerning provision of facilities in schools 
for teaching of minority languages often arise 
particularly in inter-state border districts. They also 
arise on account of demands made for provision of 
teaching in languages not necessarily identifiable with 
any particular State, e.g. Urdu and Sindhi. Demands 
are also made for facilitating learning of languages 
based on the inclusion in the Eighth Schedule of the 
Constitution (here, particular reference is to Urdu, 
Sindhi, Kashmiri and Sanskrit languages).

- The three-language formula does not speak of the
mother tongue but only of the use of regional language 
alongwith Hindi/Modern Indian Languages and English. 
So, the formula leaves itself open for varied 
interpretation giving rise to controversy from time to 
time.

- The three-language formula is restricted only to the
secondary stage. Consequently each State decides how 
many languages and to what degree fewer or more 
languages should be taught at other stages of 
education. The result is that different States have 
different policies at the primary level and at the 
higher secondary level.
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11.4.2 On a subject like languages which is at once an
integrative as well as dis-integrative factor, a water tight 
stipulation is not appropriate. What is important is appreciation 
of language as a means to an end, namely, imparting of 
communication competency - for reading, writing and speaking in 
the overall national and international context. This appreciation 
is faciliated best by an understanding of the following sound 
considerations regarding language learning referred to in the 
report of Education Commission, 1964-1966:

* Creation of motivation for learning languages is a 
complex social process. This depends more on social and 
economic factors outside the school than on academic 
programmes of the school itself.

* Learning of language should not be a burden on the
child at the primary stage through imposition. 'Such
imposition can vitiate his (child's) entire attitude 
towards his studies and may generate hostility to the 
school itself. This would be counter-productive at a 
time when our chief objective is to 'win the masses 
over to education.'

* The priority should be for teaching the mother tongue
well and eradicating illiteracy; the study of 
additional language at the primary stage should be kept 
at the minimum.

* Three languages at the elementary stage will interfere
with the development of the child's mastery over his 
mother tongue and with his intellectual growth.

* At the secondary stage the student would have been 'won
over to education'. Compulsory study or a heavier 
language load at this stage does less harm.

* Learning of English/Hindi should be facilitated not in
terms of years of study but in terms of hours of study 
and level of attainment. Two levels of attainment could 
be envisaged - those who study for three years; and 
those who study for six years.

* Learning of other modern Indian languages in each
region facilitates 'multiple channels of internal 
comruunication'.

Language learning should also be construed as a means 
of securing national and social integration. This would 
be facilitated by learning of English or Hindi as link 
languages.

Learning of English may be facilitated in the upper 
primary or secondary stages considering that this would 
be needed as a 'library language' in the field of

*
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Higher Education and, consequently, a storng foundation 
in the language will have to be laid at the school 
stage.

* Learning of additional languages in general is a costly
and difficult load which the education system is ill- 
equipped for. The States, most often, do not have 
adequate resources for provision of additional language 
teachers.

* Students (and parents) are often indifferent in the 
_ matter of school level learning of more, languages which

adds to their workload without directly providing skill 
or knowledge usable in immediate life.

11.4.3 Presented below is a statement on the atatus of
implementation of the three-language formula in the various 
States.
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STATEMENT OS THE PRESENT JTATOS £P TB?EE-jAIGUAGE 
LEAFfiIfiG THE SCHOOLS SYSTEM

SJO. KAKE OF THE 
STATE

STAGES OF 
1ST LANGUAGE 
CLASSES

LEARNING THE THREE LANGUAGES 
IINB LANGUAGE IIIP.D LANGUAGE 
CLASSES CLASSES

NAMES OF THE 
LANGUAGES

REMARKS

1. 2. 3. 4. 5. C. 7.
1. Andhra Pradesh I-X III-X (Telugu) VI-X 1st Lang. Telugu/Urdu

VIII-X (Hindi) 2nd * Telugu/Hindi
- 3rd * English

2. Arunacha1 Fradesh I-X I-X VI-VII 1st Lang. English 
2nd * Hindi 
3rd ’ Assa«ese/ 

Sanskrit
3. Assai I-X V-X V-VII 1st Lang. Assaiese/Bindi/ 

Bengali/Bode/ 
Manipuri 

2nd * English 
3rd * Hindi

4. Bihar 4i.A. K.A. N.A 1st Lang. Hindi/Urdu/
Bengali/Oriya/ 
Kaithili/Santhaii 

2nd * Hindi (for non-Hindi 
students) Sanskrit 
(foi Hindi sUients) 

3rd " English

5. Goa I-X V-X V-VII (English/ 1st Lang. 
Modern 
Indian 
languages)

Hindi/Urdu/
Marathi/Xonkani/
English

VIII-X Hindi/"
Marathi/
Xonkani/
Gujarati/
Xannada/
Urdu/
Sanskrit/
Arabic/
Latin/
Gerian/
French/
Portuguese

2nd Lang. (Hindi S classical 
language) Marathi/ 
Konkani/English

3rd Lang. Hindi/Maiathi/
Xonkani/Gujarati/
Xannada/Urdu/
Sanskrit/Arabic/
Latin/Gerian/
French/Fortugues.

6. Gujarat I-X V-X V-X 1st Lang. Gujarati
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2nd ' Hindi 
3rd * English

7. Haryana I-X VI-X V I-VIII 1st Lang. Hindi
2nd
3rd

English
Telugu/
Sanskrit/
Punjabi/
Urdu

In classes IX-X, the 
students can choose 
any of the following 
languages as elective 
subject: Sanskrit/ 
Tunjabi/Urdu/Telugu/ 
Hindi/ English/Per- 
sian/Taiil/Bengali / 
Russian/Gerian/French

8. h’iiachal Pradesh I-X IV-X IX-X 1st Lng. Hindi 
2nd * English 
3rd ’ Urdu/Taiil/ 

Telugu.
9. Janu t Kashrir I-X VI-X VI-X 1st Lang. Urdu/Hindi 

2nd ' English 
3rd * Hindi/Urdu/Punjabi 

(Optional)
10. Karanataka I-X V-X VI-X 1st Lang. Kannada 

2nd ’ English 
3rd ’ Hindi

11. f.er a] a I-X IV-X V-X 1st Lang. Kalayalai 
2nd 1 English 
3rd ’ Hindi

12. Kadhya Pradesh I-X VI-X VI-X 1st Lang. Kother tongue at
priiary stage.
Kother tongue or 
English at Kiddle 
stag*.
Hindi,English,Karathi, 
Urdu,Punjabi,Sindhi, 
Bengali,Curajari,Taiil, 
Telugu,Kalayalai 
(any of thei at sec.stage)

2nd Lang. Sanskrit,Hindi,English 
(any one)

3rd English, Sanskrit,Hindi, 
Karathi,Urdu,Punjabi, 
Sindhi,Bengali,Gujarati, 
Telugu,Arabic,Persian, 
French (any one)

13. Kaharashtra I-X V-X V-X 1st Lang. Karathi,Hindi,Urdu,English,Sindhi
Gujarati,Kancada,Telugu,Bengali. 

2nd ' Hindi,Karathi,Urdu.
3rd ' Hindi,English.

14. Kanipur I-X VI-VIII VI-VIII 1st Lang. Kanipuri/recognised
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15. Krjhalaya I-X V-X V-VIII

16. Hi z or a c I-X V-X V-VIII

17. lagaland I-X I-X VII-VIII

U. Grissa I-X IV-X VI-X

15. Fun jab I-X III-X VI-X

20. Rajasthan I-X VI-X VI-X

21. Sikkii I-X K.i. K.A.

22. Taiil fcdu I-X III-X M.i.

23. Tripura 1-7 III-X VI-X

24. Uttar Pradesh I-X III-VIII VI-VIII

local dialect 
2nd * English 
3rd * Hindi
1st Lang. Kother tongue 
2nd * English
3rd ’ Hindi,Khasi,Garo,Assatese 

Bengali (any one)
1st Lang. Kizo,English 
2nd * English,Mizo 
3rd ’ Hindi
ht Lang. Local dialect/English 
2nd * English,local dialect, 

Hindi
3rd * Hindi
1st L=ng. Oriya,Hindi,Bengali, 

Telugu,Urdu,English 
2nd * English,Hindi 
3rd * Eindi,Oriya
1st Lang. Punjabi 
2nd * Eindi 
3rd ’ English
1st Lang. Hindi
2nd ' English
3rd * Drdu,Sindhi,Punjabi,

Bengali,Sanskrit,Gujarati 
Kalayalai.Karathi.

1st Lang. English 
2nd * Nepali,Bhutia.Lepcha, 

liiboo,Hindi.
3rd * [Sate as 2nd languages.)
1st Lang. Taiil or lother tongue 
2nd * English or any other 

non-Irdian languages.
1st Lang. Bengali,Kok-Borĉ LusaM 
2nd * English 
3rd * Eindi
1st Lang. Eindi,Urdu,English 
2nd * Eindi,English 
3rd * Sanskrit or Urdu or any 

other todern Indian 
language.

25. Vest Bengal I-X VI-X VI-VIII 1st Lang. Bengali or lother tongue



26. AIK Islards I-X VI-X VI-VIII

2nd ’ English, Eengali.Kepli 
(any one)

3rd * Bengali,Kindi,Sanskrit, 
Pali,Persian,Arabic,Latin 
Greek,French,Gertan, 
Spanish,Italian.

1st Lang. Eengali,Hindi,English, 
Tatil,Kalayalai,Koren, 
Kiccbarese.

2nd * Hindi
3rd ' Hindi,Telugu,Bengali

Kalayalai.Urdu,Sanskrit.
27. Chandigarh I-X I-X III-X 1st Lang. Hindi,Furbaji,English 

(English at Sec.Stage)
2nd * Funjabi,Hindi
3rd ’ English,Funjabi,Bindi

(Punjabi/Hindi at secondary 
stage only)

28. Dadra i Vagar I-X 
Haveli

IV-X V-X 1st Lang. 
2nd * 
3rd ■

Gujarati
Hindi
English

29. Daian S Diu I-X V-VII VIII-X 1st Lang. Kotfcer tongue,English 
Karathi,Urdu,Hindi. 
Hindi, Karathijonkani, 
English.
In addition to the list 
of 2nd languages Arabic, 
Latin,Gerian,French, 
Portuguese.

2nd
3rd

30. Delhi I-X VI-VIII ¥1 - 71 1 1 1st Lang. 
2nd * 
3rd •

Generally Hindi 
English
Sanskrit,Punjabi (Urdu 
Bengali.Sindhi,Gujarati, 
Taiil,Telugu,Persian, 
Xannada,Arabic,Karathi, 
are also offered as 
linority languages)

31. Lakshadweep I-X IT-X T-I 1st Lang. Kalayalai 
2nd ’ English 
3rd * Hindi

32. Pondicherry I-X VI-VIII ?I-X 1st Lang. Taiil,Kalayalai,Telugu. 
2nd ’ English 
3rd ’ Hindi

KOTE :*
K.A. : Not Available



11.4.4 As it is apparent from the statement, there is no 
uniformity in the number of years of learning of the various 
languages consistent with the considerations projected by the 
Education Commission 1964-66 though there has been a broad 
consensus in the country for the acceptance of the 
three-language formula. The Programme of Action (POA) formulated 
with reference to NPE 1986 identified the following deficiencies 
in its implementation:

* All the languages are not being taught compulsorily at 
the secondary stage.

* Classical language has been substituted for a Modern
Indian Language in some States; no provision exists for 
the teaching of South Indian languages for which the 
formula indicated preference for the Hindi speaking 
States (A point already brought out).

* Duration for compulsory study of three languages
varies.

* Competency level to be achieved by students in respect
of each language has not been precisely specified.

11.4.5 The Sarkaria Commission, having traced the entire 
history of the formula has called, in the following words, for 
its implementation uniformly and in its true spirit:

The States Reorganisation Commission has inter alia 
recommended that the Government of India should, in 
consultation with State Governments, lay down a clear policy 
in regard to instruction in mother tongue at the secondary 
stage. The All India Council for Secondary Education 
recommended the adoption of a three-language formula in 
September, 1956. This formula was also endorsed by the 
Chief Ministers' Conference 1961 in a simplified form. The 
National Policy on Education 1968 also laid down that the 
"three-language formula" should be vigorously implemented. 
The National Policy on Education 1986 has also laid stress 
on the implementation of the same.
Unfortunately, the "three-language formula" has been 
observed more in breach. Some States are following what is 
virtually a two-language formula. One State is imposing 
what is virtually a four-language formula on linguistic 
minorities. We are of the view that effective steps should 
be taken to implement the three-language formula in its true 
spirit uniformly in all the States in the- interest of the 
unity and integrity of the country.
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Recommendations
11.4.6 Whatever be the difficulties or unevenness in the
implementation of the three-language formula, it has stood the 
test of time. It is not desirable or prudent to reopen the 
formula.

(i) In order to bring about uniform and rationalised 
implementation of the three-language formula the following 
mc3sures should be taken:
a) The Kendriya Hindi Sansthcn (KHS), Central Institute of 

English and Foreien Languages (CIEFL), and Central 
Institute of Indian Languages (CIIL), the three 
National level institutions charged respectively with 
the development of teaching of Hindi, English and 
modern Indian languages should come together and, in 
consultation with the CBSE and NCERT and each of the 
concerned State Governments, spell out modalities of 
ensuring uniformity in the matter of acquisition of 
language competency by the students in the school 
system. They should particularly bear in mind the 
observation of the Education Commission 1964-66 that 
learning of languages could be facilitated not merely 
in terms of years of study but in terms cf hours of 
study and level of attainment (particular mention could 
be made in this context of the English language 
teaching package which the CIEFL has developed under 
the title 'English - 400' - a package which facilitates 
teaching and learning of English in 4 00 hours spread 
over three years. The objectives of the consultation 
mentioned above may be:

- Specification of the objectives of teaching 
different languages;

- Specification of levels of language proficiency 
to be reached in respect of each language; and

- Specification of the class from, and the 
duration for which the three languages will be 
taught.

(Though achievement of these objectives have been 
referred to as pre-requisites in the POA,1986, concrete 
effective action is yet to emerge).

b) One of the principal activities undertaken by all the 
three national level language development institutions, 
the KHS, the CIEFL and the CIIL is training of teachers 
of Hindi, English and modern Indian languages. The KHS 
trains teachers from non-Hindi speaking States in the 
teaching of Hindi as a second or third language.
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Likewise, the CIIL trains teachers in the teaching of 
modern Indian languages as a third language. The CIEFL 
offers post-graduate diploma courses for those teaching 
at the college level. Further, they conduct in-service 
training programmes for teachers at the school level. 
These institutions, however, have been constituted 
differently. The CIEFL is a deemed university. The KHS 
is an autonomous organisation registered under the 
Societies Registration Act. The CIIL is only a 
subordinate office of the Department of Education, 
Government of India. While the CIEFL and the KHS have 
considerable operational flexibility on account of 
their constitution, the CIIL is subject to all the 
functional rigidities of a subordinate office of the 
Government. Majority of the faculty of the CIIL even at 
the primary level are doctorate holders. In terms of 
teaching and research, they have been doing very 
important work in the area of development of modern 
Indian languages. Their work is also predominantly 
academic in nature. Unlike in the case of subordinate 
offices of the Government of India exercising 
regulatory functions of the government, as an academic 
institution, the CIIL deserves to be relieved of the 
functional rigidities of a subordinate office. It may 
be converted into an autonomous body.

c) The capacity of the CIIL for teacher training remains 
considerably under-utilized often as reflected by the 
following statistics:

Year Capacity 
(No. of Seats)

Capacity
Utilized

1986-87 360 354
1987-88 360 279
1988-89 360 391
1989-90 360 246
1990-91 360 259

The teacher training courses are of a ten-month 
duration. The CIIL pays the teacher his salary during 
the training period, apart from a stipend of Rs. 
4 00.00 per month. However on account of the fact that 
the services of the-teachers will not be available for 
the schools during the training period, the concerned 
States have not been forthcoming in deputing enough 
number of teachers. There is a strong need for this 
teacher training programme being strengthened 
significantly. Specific measures that can be considered 
are:
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* Enough funds should be put in the possession of 
the CIIL for enhancing its training capacity. The 
enhanced capacity for training may be at least 
100C teachers per annum; the teacher training 
programmes of the CIIL should also be followed up 
by further correspondence courses for the 
continued training of teachers initially trained; 
teachers so trained may function as resource 
persons for the training of other teachers in the 
respective States for which appropriate programmes 
have to be evolved by States. The Planning 
Commission may provide enough funds, for the 
purpose as part of State Plans.

* The CIIL could also organise teaching of modern 
Indian languages for the teachers as well as 
students on the Akashvani and Doordarshan (the 
CIIL already has a language laboratory which is 
equipped for, and is in fact producing, audio 
t^pes for the teaching of modern Indian languages, 
even as CIEFL and KHS have audio packages for the 
teaching of English and Hindi respectively).

d) Learning of Hindi in the non-Hindi speaking States has 
come to stay and is being increasingly taken recourse 
to in the school system as well as outside. The teacher 
training capacity of the Kendriya Hindi Sansthan is 
also fully utilised. Nonetheless there is a large 
backlog in the country of untrained Hindi teachcrs. The 
capacity of the Kendriya Hindi Sansthan for teacher 
training should be enhanced from 275 (75 seats for 
residential course and 200 for correspondence course) 
to 750 (250+500) per annum, considering that the number 
of untrained Hindi teachers in the country is about 
15,000.

e) Whether the medium for teaching is Hindi or any other
modern Indian language, importance should be given not 
merely for language teacher training but also for 
teaching of subjects in the respective languages.

f) Pending ultimate switchover to the media of regional
languages and Hindi for purposes of higher education, 
English will continue to be a vital medium for the 
universities and colleges. Articulating this, the 
Education Commission (1964-66) observed: "For a 
successful completion of the first degree a student 
should possess an adequate command over English, be 
able to express himself in it with reasonable ease and 
felicity, understand lectures in it and avail himself 
of its literature. Therefore, adequate emphasis will 
have to be laid on its study as a language right from 
the school stage. English should be the most useful 
library language in higher education and our most 
significant window on the world...." Dealing with
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improvement in the language competencies in the 
students in general including English, the Programme of 
Action formulated under NPE 1986 called fojr development 
of textual materials, teacher training and research in 
the methodology of language teaching, development of 
infrastructural facilities, designing of remedial 
courses for the school and university students etc. The 
POA has also specifically mentioned about the NCERT, 
CIEFL, RIE, Bangalore and H M Patel Institute of 
English, Vallabh Vidyanagar coming together for study 
of language attainment of students. However, the fact 
remains that over the years,’ the standards of English 
language teaching have been going down. Though there 
are eleven English Language Teaching Institutes (ELTIs) 
at the level of the States, not all of them are of 
adequate standards. As of now, only the Regional 
Institute of English, Bangalore and the H M Patel 
Institute of English have been active. Most of the 
other institutions have been suffering for want of 
adequate and suitable man-power resources and 
infrastructure. Even in the use of Central assistance 
offered during the Seventh Five Year Plan period 
through the CIEFL, the ELTIs have not been uniformally 
effective or dynamic. The CIEFL, in early 1990, 
conducted a national seminar on the teacning of English 
at secondary level and took stock of the situation 
obtaining in the country. The following, among the main 
recommendations made by this Seminar should be brought 
under early implementation:

The ELTIs should be put on a sound footing with 
minimal core staff, the strength of which is to be 
enhanced depending upon the number of programmes 
and projects undertaken by them.

- The ELTIs should offer in-service training
programmes for all categories of functionaries - 
English language teachers, Inspectors, 
Supervisors, Headmassters etc.; they should 
undertake need based extension and research work, 
produce teaching and testing materials; and bring 
out programmes for learners and teachers of 
English on the Akashvani and Doordarshan.

- The ELTIs should monitor the programmes of
District Centres for saturation training of school 
teachers in English (as of now, there are 25 
District Centres in the country).

- The States should provide adequate financial and
other resources to the ELTIs.

- Panels of experts in English language teaching
should be prepared and maintained at the State and 
national levels. Their expertise should be availed
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of by taking their assistance on consultancy basis 
for promoting English language learning/teaching.

- A series of regional seminars/workshops should be 
organised with a view to re-design the English 
component of B.Ed and TTC courses.

Survays of learner sub-populations have to be 
undertaken to make analysis of such populations 
from the point of view of teaching English (this 
is based on the recognition that in backward and 
rural areas, sub-populations have specific needs 
in the matter of learning English) .

Language Media for Higher Education
The Education Commission 1964-66, dealing with a common 

medium in higher education, had pointed out the advantages of 
education through the regional languages; had advised avoidance 
of any policy of drift; and had suggested that the U.G.C, and the 
universities should carefully work out a feasible programme 
suitable for each university or group of universities. It had 
called for a change over to the regional languages media over a 
ten-year time-frame. The Programme of Action under the 1986 
policy emphasised the need for progressive adoption of modern 
Indian languages as media at the university stage. It also called 
for specific decisions by the State Governments in consultation 
with universities, preparation and production of textual 
materials, orientation of university teachers, and translation of 
books from English into Indian languages. Further, it called for 
efforts on the part of the UGC to identify measures to ensure 
adoption of modern Indian languages in a time bound manner. 
Nonetheless, progress in this regard has not been uniform or 
satisfactory. The Education Commission 1964-66 considered the 
production of University level textbooks in regional languages, a 
major step in the switch over to the media of these languages. 
The commission had also observed ".... nor should we get involved 
in the vicious circle 'no production because no demand' and no 
demand because no production".

The Suresh Dalai Committee constituted by the 
Government to go into the scheme for production of university 
level books in modern Indian languages, has recommended the 
continuance of assistance under the scheme. Under this scheme, a 
capital of Rs.1.00 crore each was given to the States by the 
Government of India. This was meant to be used as a revolving 
fund for continuous production of university level books. In many 
States, the books produced not having been sold, the scheme came 
to a stand-still.
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(ii) The programme of production of university level books
in Indian lang ua ges should go side by side with 
conscious decisions on the part of universities/States 
in consultation with the UGC for switch over to the 
Indian languages media. The modification that can be 
thought of in the implementation of this scheme in 
future is that the production of text books may be left 
primarily to the universities. The objective of this 
modification is one of securing an agency which will be 
the producer as well as the consumer of the books.

(iii) In order to facilitate speedier switch over to regional 
language media, at least options may be given to 
students for taking examinations at all levels in the 
regional language media. (In Maharashtra, for example, 
already this facility is being provided to post
graduate students).

(iv) In order that an overall environment for switch over to 
the regional languages is created, apart from promoting 
the interests of national integration, in the higher 
education system, provisions should be made for the 
teaching of Indian literature in the Indian languages.

Development of Hindi as per Article 351 of the Constitution
Article 351 of the Constitution has entrusted the Union 

of India with the duty •'to promote the spread of the Hindi 
language, to develop it so that it may serve as a medium of 
expression for all the elements of the composite culture of India 
and to secure its enrichment by assimilating without interfering 
with its genius, the forms, style and expressions used in 
Hindustani and in the other languages of India specified in the 
Eighth Schedule, and by drawing, wherever necessary or desirable, 
for its vocabulary, primarily on Sanskrit and secondarily on 
other languages". In order to fulfil the above mandate, the 
Government has set up the Central Hindi Directorate (CHD), the 
Commission for Scientific and Technical Terminology (CSTT), apart 
from the Kendriya Hindi Sansthan (KHS) to which reference has 
been made earlier. Specifically their activities are:-

CHD - Conduct of correspondence courses for non-Hindi 
speaking people; preparation of bilingual, trilingual 
and multilingual dictionaries with Hindi as the base.

CSTT - Evolution of scientific and technical terms.
KHS - Conduct of training programmes for Hindi teachers 

from non-Hindi speaking States; research in the 
methodologies of teaching Hindi as a second/third 
language.
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The above programme for promotion and development of Hindi 
handled as they are by three different agencies, get fragmented 
in their implementation. CHD and CSTT are subordinate offices of 
the Department of Education whereas the KHS is an autonomous 
Society as already stated.

(v)

(vi)

With a view to strengthcninq and unifving the efforts 
for the promotion and spread of Hindi as^envisaged in 
Article 351. these three organisations could be merged 
into a single institution. In view of the fact that the 
nature of work of such an institution will primarily be 
academic and as effective operational flexibility wili 
be required for its meaningful role, if it is tu handle 
its task with impact, it should be an autonomous body. 
The Head of the institution should be a renowned and 
senior Hindi scholar in the country. He should be not 
less in rank than a Vice-Chancellor. (An argument that 
could be raised in regard to the merger of CSTT into 
this autonomous organisation is that it also evolves
pan-Indian terminologies, 
are Hindi-based. In any

These terminologies, however, 
case, evolution of technical

terms in regional languages is best left to the 
concerned State level institutions, many of which have 
in fact done significant work).
As Article 351. inter alia, speaks about spread of 
Hindi language duly enriched by. and drawing from. 
Sanskrit and other languages, study of classical 
languages in the school system as part of social 
sciences should be provided for.

Sanskrit; Maintenance and Co-ordination of Academic Standards
The Rashtriya Sanskrit Sansthan (R.Skt.S) established 

in the year 1970 is now running six Kendriya Sanskrit 
Vidyapeeths. It has also been functioning as an examining body, 
holding examinations for the students in forty-one traditional 
Sanskrit institutions, which are affiliated to it. Every year 
about four thousand students take these examinations. These 
examinations are held for various courses, Prathama to Acharya 
(HA) including Shiksha Shastri (3.Ed) and Shikshacharya (M.Ed). 
They alsa award Vidya Varidhi (Ph.D) and Vachaspati (D.Litt) 
degrees.

The R.Skt.S by its mandate, is essentially 
concentrating on Sanskrit learning in the traditional system. 
Universities, on the other hand facilitate learning of Sanskrit 
in the non-traditional system. There are at present 65 University 
Departments offering Sanskrit courses. A dichotomy has come into 
existence in the system of Sanskrit education (as between 
traditional and non-traditional systems) on account of the 
R.Skt.S. and the Universities operating in different styles. The 
medium of instruction in the traditional system is Sanskrit while 
in the non-traditional it is English or regional languages. The
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products of traditional system are strong in Sanskrit but weak in 
English and other modern Indian languages. Those of the 
non-traditional system are strong in English/MILs but deficient 
in Sanskrit education.

Independently of the R.Skt.S and the University 
Departments of Sanskrit, the Department of Education, Ministry of 
Human Resource Development, has also been promoting Sanskrit 
education in the traditional style by funding to the extent of 
95% fourteen Adarsh Sanskrit Pathshalas and two Sodhsamsthas. 
These institutions are uder institutional level management bodies 
on which Govt, functionaries are given representation.
(vii) In view of the substantial difference between the

traditional and non-traditiona1 stvles of Sanskrit
education and to remove the dichotomy mentioned above.
there is need for a national level aaencv which is to
lav down. maintain and co-ordinate the academic
standards for Sanskrit education as whole. The R.Skt.S.
could be strengthened, elevated in status and given the
role of a national level Commission for the purpose.
The head of this organisation should also eniov the
status of a Secretary to Government of India, fin this
context. it is worthy of notice that the Central
Sanskrit Board has advised the enhancement of the
status of the R.Skt.S. as an institution of national
importance).

Article 350 A: Instruction in the Mother Tongue-Problem of the 
Urdu Speaking People, and Development of Urdu.

Urdu occupies the sixth position among the languages of 
India in terms of the number of those who speak this language. 
According to 1981 census, the number of Urdu speakers is 35 
million constituting 5.34% of the total population of India.

Urdu is an indigenous language and is widely spoken by 
all sections of Indian people belonging to all faiths, castes and 
creeds. It belongs to the whole country and has an inter-state 
character. It is not the concern of any one State or community. 
The responsibility for its development already stands shared by 
the Central Government.

The Government of India appointed a Committee in 1972 
under the Chairmanship of Shri I.K. Gujral, the then Minister of 
State for Works & Housing for the promotion or Urdu. The 
Committee submitted its report in 1975. Over the years, there has 
been persistent public demand to implement the recommendations of 
the Gujral Committee particularly giving Urdu its due place in 
education. Early in 1990, the Government appointed a Committee of 
Experts under the Chairmanship of Shri Ali Sardar Jafri, to 
examine implementation of Gujral Committee recommendations. (The 
NPE Review Committee has had interaction with the Jafri 
Committee.) One of the major recommendations of Gujral Committee
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which has been accepted by Lhe Jafri Committee, is the provision 
for adequate safeguards for the Urdu linguistic minority at the 
primary and secondary levels of education.
(viii) Keeping in view the need for imparting instruction in 

the mother tongue at lhe primary level to all the 
linguistic minorities and in the light of interactions 
with the Ali Sardar Zafri Committee, it is recommended 
that arrangements for the purpose of teaching in the 
mother toiiyue of the minorities should be as follows:-

Primary level
(A) The Education Department of the State Governments, 

Union Territories and the Local Authorities should, in 
the light of Article 350-A of the Constitution, make 
necessary arrangements for teaching in minority 
language at the primary stage fcr the benefit of those 
who claim it as their mother tongue. A Committee to 
monitor the implementation of these constitutional 
commitments may be set up in the concerned States with 
the Chief Ministers as Chairmen.

(B) In substitution of *10:40 formula:
a) where in an area speakers of minority language 

constitute 10% or more of the total population, 
one or more minority language medium primary 
schools should be set up according to need. Such 
schools need not be exclusively of one medium. 
Efforts should be made to keep all students at the 
same school to avoid segregation irrespective of 
their mother tongue.

b) in anarea where minority language speaking people 
constitute less than 10% of the total population, 
a minority language teacher should be provided in 
such schools as are likely to get a minimum of 10 
minority language speaking students;

c) for immediate purposes, bilingual teachers may be
appointed in schools mentioned in (b) above. The 
existing teachers in such schools may also be 
given incentives to learn minority languages 
additionaly.

The 10:40 Formula envisages provision of facilities for 
teaching in the medium of the mother tongue at the primary 
stage where there is a minimum of 10 students in a class or 
4 0 in a school as a whole.
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Secondary level
In substitution of *15:60 Formula:
a) it should be presumed that two third of the 

students leaving primary schools would be desirous 
of moving on to the next stage of education. 
Minority language medium sections in the existing 
secondary schools should be provided on this basis 
and minority language knowing teachers should be 
appointed in anticipation of students offering 
minority language as medium. The emphasis should 
be on students studying through different media in 
the same schools;

b) in the case of higher secondary schools in cities
having concentration of minority language 
speakers, one minority language medium higher 
secondary school should be opened for every group 
of 8 to 10 primary schools;

c) the State Government, should help in raising the
standard of teaching in such minority medium 
higher secondary schools as are run by linguistic 
minorities themselves;

d) the pre-conditions, if any, for permitting the
setting up of minority language medium higher 
secondary schools and sections privately should be 
relaxed in favour of the concerned linguistic 
minority setting up such schools or sections, and 
the procedure so simplified that the required 
permission would be granted within two months of 
the date of application;

e) the facility of minority language medium secondary 
schools should, as proposed in the case of primary 
education, be provided wherever the minority 
language speaking population of an area 
constitutes 10% of the population.

* The 15:60 Formula seeks to provide facilities for teaching 
through the medium of the mother tongue, at the secondary 
stage where there is a minimum of 15 students in a class or 
60 in a school as a whole.
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(ix) The- Jafri Committee has also recommended that the
statue of the Bureau for Promotion of Urdu should be
changed from that of a subordinate office to an
autonomous organisation in order to arm it with
functional freedom and enhanced financial powers. This
Committee supports this recommendation as well.
consistent with its approach that academic bodies
should be independent of the rigidities of the
subordinate offices of the Government of India.

Development of Sindhi
Sindhi, like Urdu, is also a stateless language which 

is neither the official nor the regional language of any State. 
However, the speakers of Sindhi language are spread in several 
States of India and like Urdu, it has an inter-State character. 
In the development of Sindhi, therefore, the Government of India 
has a special responsibility.

The Sindhi Advisory Committee which advises the 
Government, of India on the issues relating to the promotion of 
Sindhi has recommended the establishment of a Sindhi Vikas Board 
on the pattern of Taraqqui-e-Urdu Board. At present the work of 
promotion of Sindhi is entrusted to the Central Hindi Directorate 
which is not a very satisfactory arrangement. Besides the 
promotional activity is confined only to the holding of 
workshops, seminars and the purchase of Sindhi Books.

(x) This Committee has gone into this question and 
recommends the establishment of a Sindhi Vikas Board_. 
considering its inter-State character, its inclusion in 
the Eiohth Schedule of the Constitution and the 
persistent demand from the Sindhi speaking people and 
their organisations for the formation of such a Board. 
There are other inter-State languages as well, besides 
Urdu and Sindhi like Gorkhali. Santhali. Maithili and 
Bhojpuri. Special measures for the development and 
promotion of these languages should also be taken.

National Level Facility for Training in Translation
P0\, 1986 having referred to translation efforts being 

undertaken by a multiplicity of agencies, the National Book 
Trust, the Sahitya Akademy, the State Akademies etc. called for 
efforts at translation being systematised. The POA also envisages 
the establishment of a Central Translation Bureau (different from 
the translation bureau under the Deptt. of Official Language of 
the Ministry of Home Affairs) . The term of reference recommended 
by POA for this Central Translation Bureau was identification of 
gaps in dictionary resources so that suitable support programmes 
could be chalked out for the preparation of bilingual and 
multi-lingual dictionaries.
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(xi) What is required is not vet another agency for the 
routine production of dictionaries. On the other hand.
a national level facility should be established in the
country for the purpose of imparting training in the
methodologies of translation. This facility could be
established as part of the Central Institute of Indian
Languages.

A Fresh Linguistic Survey of India
(xii) The last linguistic survey of India (only one hither

to) was carried out from 1898 to 1928. Since this 
survey, considerable changes have come about in terms 
of vocabulary, diction, evolution of new dialects etc. 
Often, controversies also do arise regarding the 
identity of the languages. Therefore, a fresh 
linguistic survey of India based on rational principles 
should be undertaken. This new Survey would be of 
immense help in use of languages in the educational 
system particularly in the North-East and other areas 
where education is not taking place necessarily in the 
mother tongue.

Use of Technology for Language Development
In the multi-lingual society of the country, over 

hundreds of years, proverbs, idioms, images and metaphors have 
come to be shared by all languages. In this context, the future 
points to the need for significant role to be played by a 
mediating language. It is here that use of modern technology 
becomes indispensable for the purpose of transfer of vocabulary 
from one language to another. Computer technology has already 
come out with sophisticated computer programmes for 
transliteration from one language to another. The Department of 
Electronics has also taken up a project entitled TDIL 
(Technology Development for Indian Languages) with the 
concurrence of the Planning Commission. Reportedly, an outlay of 
Rs.17.00 crores is envisaged in regard to this project during the 
Eighth Five Year Plan, outlays for 1990-91 and 1991-92 being 
Rs.2.00 crores and Rs.5.00 crores respectively.
(xiii) Within the umbrella of the TDIL. Department of

Education should undertake specific sub-proiects for
use of technology in the development of languages
covering all aspects - learning systems, machine
translate on/transliteration. human machine interface
svstem. etc. In the preparation and implementation of
these sub-proiects reputed Sanskrit universities and
institutions should be involved.
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CHAPTER 12

CONTENT AND PROCE8S OF EDUCATION

NPE/POA Stipulations.
12.1.1 NPE, 1986 calls" for a reorientation of content 
and processes of education. The modalities envisaged are:

The curricula are to be enriched by cultural 
content; value education is to be the' given significant 
place; media and educational technology are to be 
employed in all the spheres; work experience is to be 
an integral part of the learning process at all stages; 
environment consciousness is to be promoted; 
science and mathematics teaching are to be geared for 
promotion of spirit of enquiry; the examination system 
is to be recast in terms of continuous comprehensive 
evaluation of scholastic and non-scholastic 
achievements; and development of language is to be in 
terms of 1968 Policy.

12.1.2 Going into greater details, the Policy implications 
in this regard are elaborated by POA in terms of the following:

- Access to education of a comparable quality for 
all;

- Introduction of minimum levels of learning and 
provision of threshold facilities;

- Articulation of national system of education 
and a national curricular timeframe with a common 
core.

- Improvement of teaching and learning through 
examination reform.

- Development of culture-specific curricula 
and instructional material for the disadvantaged;

- Overhauling of teacher education system;
- Decentralisation of educational administration;

- Promotion of voluntary efforts and people's 
participation.

- Use* of modern 'communication technology in 
education, training and awareness creation.

12.1.3 Several intervention programmes have also been envisaged 
in POA with reference to the above implications of the Policy.
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12.1.4 The organisational responsibility for bringing about 
the reorientation of content and process of education has been 
cast by the Policy of the NCERT, State Directorates of 
Education, SCERTs, State Institutes of Education and Boards of 
Education.
12.1.5 The intervention programmes, according to POA, are to 
be implemented in areas of content reorientation, 
process reorientation, development of technical support 
system, and mobilisation and motivation by effective uses of 
communication technology and monitoring mechanism.

Committee's Perspective
12.2.1 While the national core curriculum is important, 
the Committee would call for full scope being provided - in 
addition to core curriculum - for diversity in content and 
pedagogy according to the socio cultural milieu of the school, 
college or university.
12.2.2 While the POA dees speak about decentralisation 
of educational administration and creation of institutional 
autonomy as already pointed out, even in the process of 
reorienting the content it has recommended a fairly 
highly centralised modality, namely, preparation of 
instructional packages in core-curriculum areas, exemplar 
packages on specific work-experience activities etc. In 
the course of responses to the Perspective Paper on Education 
apprehensions have been expressed abou^ _ introduction of a 
standard, uniform curriculum which would be the result of 
Centrally directed efforts. While Central coordination 
would be meaningful, the process of preparation of 
curriculum should be decentralised through the involvement of 
State agencies.
12.2.3 So far as process reorientation is concerned, while 
teacher training is very crucial, the Committee would call for 
modalities which are innovative and are designed to cater to the 
requirement of having to provide teachers in mass scales 
particularly for the primary level. Apart from this, courses for 
education of teachers required at the secondary levels in the 
schools have to be redesigned universally over a period of time 
to develop meaningful teaching comptetencies. Examination reform 
cannot be construed as an isolated activity to bring about 
process orientation. It has to go as a package alcng with reform 
in the structuring of courses and flexibility for students to 
avail of the restructured courses according to their convenience.
12.2.4 Education Technology should not be construed as merely 
referring to technological aids like TV, VCR, RCCP, Computer etc. 
More importantly, it refers to the whole area of process of 
teaching/learning and designing coursec for the same irrespective
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of use of technological aids. While educational technoloqy as ? 
means of communication and motivation is important, its u^e 
should be modulated to meet the class room situations obtaining 
in the schools most of which are very unsatisfactorly provided in 
terms of infrastructure. Education Technology should emerge out 
of the felt needs in the class rooms. It- should not be thrown at 
the students and the teachers, so to say, in terms of an external 
imposition whether the teachers and the students want it or not. 
While computer education is indeed important, its implementation 
in schools should be in the perspective of the resource 
costjraints seriously inhibiting education at primary level.

Culture content
17.3.1 NPE and POA have dealt with the question of enrichment 
of the curriculum by culture content etc. at two levels. At one 
level India's common cultural heritage has been identified as one 
of the elements of core-curriculum. The NCERT while preparing 
the model syllabi and exempler instructional packages is to 
apropriately include this core in the content of education. At 
another level ( paras 8.1 to 8.3 of NPE ) a synthesis has been 
envisaged between change oriented technologies and cultural 
traditions through education and establishment of linkages 
between the university system and institutions of higher 
learning Jn art, archaeology and oriental traditions. So far as 
cultural content of education is concerned, apart from the common 
cultural heritage, diversities of the cultural traditions in 
India are as important. The oral and folk traditions also 
symbolise the vibrance of Indian culture as distinct from 
textbook culture.
12.3.2 Following up on NPE stipulation for synthesis between 
change oriented technologies and cultural traditions, the 
Department of Culture formed two committees and also prepared 
certain schemes such as production of cultural resources and 
software for education; review of textbooks; introduction of 
cultural components in school under minimum cultural content 
programme; introduction of courses in colleges and universities; 
courses on archaeological engineering etc. These schemes 
involved coordination with agencies like Centre for Cultural 
Resources and Training (CCRT), NCERT (CIET), Archaeological 
Survey of India etc. However, the Planning Commission was unable 
to allocate resources and advised the Department of Culture to 
secure the resources from the Department of Education. The 
Department of Education was also unable to provide resource 
support, apparently on account of inadequacy of resources for its 
own priority areas.

Recommendations

(i) The cultural content of education should include not merely 
the common cultural heritage of India as a whole but also
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diversities of cultural traditions of all parts of India, 
particularly those symbolised by the oral and folk 
traditions.

(ii) In conveying to the student community, through the content 
of education, the cultural traditions of the country, the 
needs for acce Pt a nce/re j ect ion of the same based on 
critical analysis should also be inculcated.

(iii) The Department of Education should take upon itself the 
primary responsibility of linkages, between the university 
system and institutions of higher learning as envisaged in 
the NPE instead of leaving it as a sectoral responsibility 
of the Department of Culture.

Value education
12.4.0 The modality envisaged in the POA for value education 
is also the inclusion of the same in the core curriculum to be 
followed up by production of exemplar instructional packages by 
the NCERT. In the same way as unity of culture has been sought 
to be projected, in the area of value education also the emphasis 
is on unity, that is, on unity and integration of the people 
(para 8.5 of NPE). This is indeed appropriately so. However, 
value education should be much more broad based. The modality of 
imparting education on these values cannot also be confined to 
the translation of the core jcurriculum into instructional 
packages.

Recommendations
(i) Democracy, secularism, socialism, scientific temper, 

equality of sexes, honesty, integrity, courage and justice 
(fairness), respect for all life forms, different cultures 
and languages (including tribal) etc. constitute the 
mosaic of values which is vital to the unity and integrity 
of the country. The content and process of education 
should be all pervasively informed by these basic values.

(ii) Imparting of value education should be an integral part of 
the entire educational process and school climate, as 
distinct from dissemination of values through special 
classes or lectures in morality or through mechanical 
textbook-based learning methods. Some of the specific 
activities that could be promoted in this context are:

- Establishment of linkage between the school and the 
community to stress the harmony and inter-dependence 
between human being and human being and human being 
and nature;
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Narrating stories, including folktales depicting 
heroism, of martyrdom and supreme self-sacrifice on 
the part of great personalities belonging to different 
religions and regions etc.

- Community singing of folk-songs;

- Study of classical traditions of India as part of 
social sciences.

- Systematic and greater exchange of students within a 
region and between regions.
Encouraging schools and colleges to take up projects 
on States or regions of the country other than their 
own.

(iii) In value education importance should also be given to 
'hidden curriculum' whether it be inside the class room 
situation or outside. Subtle inculcation of values 
contributing to the development of total personality of the 
individual should be organised. These values would 
encompass a wide range of attributes such as courtesy in 
person to person interface, a result oriented behaviour, 
personal and intellectual integrity, magnetic conduct etc. 
In other words, the overall output of hidden curriculum 
shall be what is normally understood by the use of the 
expression 'Tehzeeb'.

Languages
12.5.1 NPE, 1986 calls for implementation of Education Policy 
of 1963 so far as it concerns languages. An energetic 
development of regional languages and literature, implementation 
of three language formula, development of Hindi as envisaged in 
Article 351 of the Constitution, provision of facilities for the 
teaching of Sanskrit and strengthening of study of English are 
the important aspects of the 1968 Policy relating to languages.
12.5.2 The Policy in respect of languages enunciated during 
1968 and 1986 has come to be stabilised and generally accepted 
all over the country. The Committee is not in favour of 
reframing it. However, certain implementation strategies are 
crucial and should be taken recourse to.
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Recommendation
Torder that the language Policy which has already come to be 
established and stabilised is meaningfully implemented, the 
following measures should be taken:

Universalisation of iir, parting instruction in the mother 
tongue at the primary stage including for minorities and 
tribals.

- Development of regional languages.
- Progressively imparting education in regional languages 

including at the tertiary level in a time bound manner.
- Development of language competencies of students, by 

providing operational flexibilities for the national 
language institutions like Kendriya Hindi Sansthan, Central 
Institute of English and Foreign Languages and the Central 
Institute of Indian Languages.

- Strengthening of language teacher training.

- Provision of national level facility for training in 
translation rrethodology.
(All the measures mentioned above are more elaborately 
dealt with in the chapter on Language? in Education).

Educational Technology
12.6.1 NPE, 1986 envisages use of educational technology 'to 
avoid structural dualism' and as a mode of delivery of education 
out to distant areas and deprived sections. It is also to be 
employed for dissemination of information, teacher training, 
sharpening awareness of art and culture and inculcation of 
values.
12.6.2 Measures envisaged by POA for use of education 
technologies are:

- Extension of TV and radio transmission
- Expansion of programme production facilities.
- Provision of radio receivers in primary/elementary 

schools.
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- Implementation of programmes for computer manpower 
development.

- Introduction of computer science courses at the 
higher secondary level, extension of computer 
literacy programmes etc.

12.6.3 The Central Institute of Educational Technology and UGC 
have been identified in the POA for playing co-ordinating role.
12.6.4 In pursuance of NPE and POA the Department of Education 
brought under implementation a centrally sponsored scheme for 
educational technology with an outlay of Rs. 11^.90 crores. The 
physical targets under the scheme were supply of one ]akh colour 
TV jets and five lakh radio-cum-casette players to primary and 
upper primary school??. Assirtance to States in the programme was 
envisaged at rates ranging from 75% to 100%. Presented in the 
Table below is the status of implementation of the educational 
technology programme as projected by the Department of 
Education:
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Table 1
Education Technology : Achievements

1987-88 1988-89 1989-90 
(antici
pated by 
31.3.90)

Total fc
1987-88,
1988-89
1989-90

Amount spent (Rs. crores) 14.14 16.20 16.50 
(16.50)*

46. 84

Number of States covered 13 29 31 32
No. of TV sets distributed 1004.9 12049 2799 24897
No. of Redio-cum-Cassette 
Players distributed

37562 67735 49963 155260

Continuing Schemes Q
1. Amount released to CIET 

(Rs. crores)
5.28 3 .10 3 . 146 11.526

2. Amount released to SIETs
(6 INSAT States A.P, Gujarat, 
Bihar, Maharashtra, Orissa, 
and U.P (Rĉ - in crores)

1.40 1.53 2.20 5.13

3. Amount released to ET Cells 
(Rs. in crores)

0 . 22 0.26 0. 54 1 . 02

4. Amount released to States, 
UTs for TVs/RCCPs (Rs. in 
crores)

7 .15 11.19 1 0. 60 28 . 94

0 Expenditure figures under continuing schemes are 
included in the '"total amount spent” exhibited in the 
first line under "Achievements”

* The figure in brackets is BE for 1989-90.
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12.6.5 Some of the important problems encountered in the 
implementation of the scheme for distribution of TV sets and 
radio-cum-nasettee players are the following:

The rates originally fixed for the procurement of these 
equipment were Rs.600/- for RCCP ond Rs.6,500/- for TV 
set. At these prices, the State Governments were not 
able to procure the equipment. The prices have since 
been revised to Rs.1,000/- and Rs.8,500/- respectively 
but the revision has come rather late - during 1989-90.
There have been inordinate delays on the part of 
certain State Governments like in the case of 
Rajasthan, Gujarat and U.P. in the matter of effecting 
purchases of RCCPs and TV sets. Funds given to them in 
earlier years have not been used for these purposes.
These equipment have often been supplied to schools 
where proper buildings are not available and where 
watch and ward facilities do not exist. On account of 
this, there have been cases where the equipment have 
been kept elsewhere outside the schools.
For operating the RCCPs, software have not been given; 
on account of this, the equipment have remained 
unutilised.
The State Education Departments have often failed to 
act with reference to the directories of education 
broadcasts of different regional stations of the All 
India Radio.

*

*

*

12.6.6 In the INSAT States (Andhra Pradesh, Bihar, U.P., 
Gujarat, Maharashtra and Orissa), Education TV Programmes are 
telecast for five days in a week for 4 5 minutes per day. This is 
done within the school hours. However, children do not have 
access to this programme for want of TV sets. (A recent study 
carried out in Orissa by the CI£T has brought out that only in 
15% of the cases, there has been successful utilisation of the 
equipment.)
12.6.7 A proposal has been pending for creation of an 
Educational Media Foundation with a corpus fund with the 
objective of use of educational technology to. achieve the goal of 
universal elementary education and, for this purpose, to tap 
talents for the production of Radio and TV programmes. It was 
also envisaged that this Foundation could function as a clearing 
house on education technology for the school system. However, the 
Central Institute of Educational Technology which was to play a 
crucial role in the matter of establishment of this Foundation 
has not been able to show results.
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12.6.8 The six INSAT States were also expected to create State 
Institutes of Educational Technology to function autonomous iy. 
So far, only Orissa has taken a decision on the creation of this 
Institute. Reportedly, the Governments of Bihar and Maharashtra 
have since taken decisions for creating the same. Gujarat docs 
not seem to approve of the idea of an autonomous institute. In 
the existing institutions, technical and professional posts have 
remained unfilled. The States are not providing full time 
directors. Consequently, the capability of the INSAT States to 
produce educational software has not been of the desired level. 
Presented in the following Table, id a statement on Education 
Technology Staff in Position (academic, technical, productive and 
administrative) in the CIET and INSAT States. This statement 
brings out the staff deficiencies, particularly in the 
professional side

Table 2
Education Technology 

Staff in Position in SIET3
Posts sanctio- Posts Posts
ned by Govt. filled lying
of India up vacant

A) CIET (Central Institute of Educational Technology)
1. Academic and 135 103 32

Production
2. Engineering
3. Administrative

B) SIET. Hyderabad

86
114

64
97

22
17

335 264 71

(Andhra Pradesh)
1. Academic and 55 40 15

Production
2. Engineering 38 19 19
3. Administrative 35 30 5

128 89 39

C) SIET. Patna (Bihar)
1. Academic and 52 39 13

Production
2. Engineering 38 29 9
3. Administrative 30 20 10

120 88 32
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Po^ts sanctio- Posts Posts
ned by Govt. filled lying
of India up vacant

D) SIET. Ahmcdabad (Gujarat)
1. Academic and 59 37 22

Production
2. Engineering 39 28 11
3. Administrative ' 8 19 9

126 84 42

SIET. Pune (Kaharashtra)
1. Academic and 52 43 9

Production
2. Engineering 38 33 5
3. Administrative 30 28 2

120 104 16

SIET. Bhubaneswar (Orissa)
1. Academic and 52 37 15

Production
2. Engineering 38 31 7
3. Administrative 28 19 9

118 87 31

SIET. Lucknow (Uttar Pradesh)
1. Academic and 61 47 14

Production
2. Engineering 38 30 8
3. Administrative 28 28 —

107 105 22

12.6.9 As of now, Doordarshan is making time available for 
Education Programmes as follows:

* Three hours 45 minutes per day in five regional 
languages (Hindi, Gujarati, Marathi, Oriya and Telugu) 
on a time sharing basis (45 minutes for each language). 
This is meant for children in the age group of 6-8 and 
9-11. The programme is telecast on five days in a week 
Monday to Friday.
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* Two hours per day for five days in a week for the 
programme of UGC.

* Telecasting of children's film once in a month.
12.6.10 A group on use of satellite services for education 
headed by Shri Kiran Karnik (consisting of representatives of the 
Department of Education, Department of Space and Ministry of 
Information and Broadcasting has given a comprehensive report on 
the requirements of TV time for educational purposes. The group 
has advised creation of 85 production centres in the country with 
13 training institutes. The estimated outlay is of the order of 
Rs.12 00 crores required over two plan periods. According to the 
group, with this size of outlay, one channel of the Doordarshan 
dedicated exclusively to education could be provided.

Recommendations:
12.6.11 The Educational Technology Programme as a whole should 

be reviewed by the Government in the light of the above 
experience. Specifically -

(i) Status of utilisation of the RCCPs and TVs already 
provided to the various States should be quickly 
studied in detail, closely involving the States 
themselves so that their proper utilisation is ensured. 
Where it is obvious that these equipment cannot be used 
on account of difficulties in providing the required 
infrastructure, they should be transferred to schools 
where such infrastructure exists. In the class room 
situations obtaining in the majority of the schools 
which are indifferently provided with infrastructure, 
there are serious problems in using TV. The TV 
programmes cannot also be a substitute for normal 
teaching. (The printed material used by the teacher 
still remains the most potent tool for imparting of 
instruction) . Priority should rather be for use of 
audio and video cassettes for educational purposes. 
The reason is that the teachers will have the facility 
of playing them in a regulated way at the time they 
consider suitable for the students.

(ii) Within the Education Department, in the monitoring of 
the implementation of this programme, there should be 
very close coordination between the Schools Bureau 
which handles the scheme and the Elriuentary Education 
Bureau which deals with the problems of the children of 
the relevant age group. In fact, use of education 
technology hardware as well as software should be made 
part of monitoring of UEE.
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(iii) Teacher training in the use of these equipment should 
be organised. The emphasis in teacher training should 
be on instructional designs suitable to local needs. 
Techno aids should be made available to the teachers 
only if and when needed.

(iv) Already, infrastructure and capability are available in 
existing institutions in the country for the production 
of educational software. The UGC, NCERT, the Central 
Inst itute of English and Foreign Languages, Central 
Inr-titute of Indisn Languages, and the Kcndriya Hindi 
Sansthan are the organisations which have facilities 
and experience in this area. While the creation of 
education media foundation may be worthwhile, 
simultaneously with this, the modalities of utilising 
the existing institutions should be laid down by the 
Government. These Institutions themselves could tap 
talents from the open market for production of 
educational software.

(v) Immediate steps should be taken for properly manning 
the technical and professional posts in the State 
Institutes of Educational Technology so that their 
capacities are fu]ly utilised and the present situation 
of their apparent under utilization altered.

(vi) Early steps should be taken for implementing the 
programmes to have a channel of the Doordarshan 
dedicated for education, care being taken to ensure 
that distance learning at all levels is facilitated. 
(It is wortny of mention here that the Indira Gandhi 
National Open University has been pressing for separate 
TV time for its programmes). Reportedly, Dooidarshan 
has been demanding commcrcial rates for telecasting 
education programmes. In the context of educational 
development which is the basic minimum human need, it 
is not appropriate to apply commercial rates for 
education programmes - particularly, as they are 
designed for providing access to education for the 
disadvantaged sections of the society. The Government 
should fund the costs involved - I & B Ministry meeting 
the capital cost, and the running costs being met by 
the Department of Education, Ministry of Human Resource 
Development on no loss, no profit basis.

Computer Education
12.7.0 The programme for computer education in the secondary 
and senior secondary schools (CLASS Project) was originally meant 
to be funded by the Department of Electronics. From the year 
1987-88, funding from that Department has come to be rather 
nominal. With serious resource constraint faced by the Department
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of Education even to meet its commitments on priority areas, not 
much progress has been made in the area of implementing this 
scheme for providing computer learning for the school students. 
Some of the major problems in the implementation of this scheme 
have been the following:

* Virtually, no software is available in regional 
languages.

* The Computer Maintenance Corporation (CMC) has not been 
able to supply the hardware requirements though an 
amount of Rs.4 crores has been provided to it.
Institutions of higher learning in 
have been brought into the picture a 
(there are sixty such, centres in the 
been able to show much results, 
provision of Rs.1,500/- per resource 
the expenses on project follows. The 
failed to undertake visits to the 
result that feed back has -not always 
the Status of use of computer.

the country which 
s resource centres 
country) have not 

There has been a 
centre for meeting 
follows have often 
schools with the 
been available on

Training of teachers in the use of computers has been 
rather inadequate. In the Hindi speaking States, lack 
of knowledge of English has bee a serious impediment 
for the teachers in getting trained in the application 
of computers. Largely, under the programme, BBC micros 
were acquired. The CMC has not been able to make 
additions to these equipment for giving them capability 
to use regional languages.
Often, there have been inordinate delays in the supply 
of computer hardware after imparting^ of training in 
their use. (The delays have been of the order one-and- 
a-half years between the time of training and supply of 
hardware.)
Computer learning is not reflected in the time tables 
of the students. It is linked to SUPW for which 
generally two periods in a week are provided in the 
school system. This is inadequate for meaninqfully 
imparting computer education.

*

*

*

Recommendations:
(i) Computer education of course is important because 

computerisation has become part and parcel of technologies 
contributing to development in every sphere. However, a 
cautious approach should be followed in. the expansion of 
computer education. The simple reason is the serious 
resource constraint and the need for priority being given in 
the deployment of available resources for universalisation
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of elementary education. (The Committee itself recognises 
that at school stage computer awareness is necessary but 
computer aided learning requirements (CAL) as such is to be 
carefully evaluated before introduction.)

(ii) Computer learning should be made an integral part of the 
time table. Emergent and meaningful steps for the production 
of computer software in regional languages should be t^ken. 
The resource centres which are expected to train teachers 
and provide necessary support snould be streamlined. The 
time gap between teacher training and computer hardware 
supplies should tie minimised. The project not having been 
very succorsful consequent on having been tied down tc CMC, 
the Government should bring about involvement of diverse 
agencies, at the same time going in for computers other than 
BBC micros, apart from these equipment being improved for 
facility of operating software in regional languages.

Work experienee, environment awareness and Mathematics____and
science education
12.8.0 Whrle the Committee agrees with the emphasis given by 
NPE in regard to work-experience, environment orientation to 
education, mathematics teaching and science education, differs in 
regard to Implementation modalities. Specifically -

(i) Work experience/SUPW has remained a largely 
marginalised activity and this should become an 
integral part of the curriculum. Work has to be 
construed as a medium of education as 'senses are the 
window to our minds'. (already brought out in the 
Chapter on 'Education and Right to Work').

(ii) Appreciation of environment should be inculcated 
amongst children through their participation, on a day- 
do-day basis, in project work on ground. (This will 
also be one of the incidental outcomes of 
implementation of the new model of vocational education 
recommended by the Committee) . One of the basic 
objectives of environment orientation to education 
should be creation of a positive interface between the 
human being and environment.

(iii) Traditional wisdom and knowledge should be integrated 
in the teaching and learning of mathematics and 
science. (Already much enthusiasm has been generated 
in using the sutras of vedic mathematics as enrichment 
material for school education. This, for example, 
could be followed up).

(iv) In the teaching of science, conscious deviation has to 
be made from the practice of imposing on the students
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standardised terminologies and nomenclatures. They 
should be encouraged to build up their own perceptions 
about natural and physical phenomena through the 
discovery method which will help them understand the 
underlying principles first on their own. In other 
words, the approach to science teaching-learning should 
be deduction method as well, and not induction method 
alone. For bringing about significant changes in terms 
of this style of science teaching, appropriate 
orientation of the teachers and the functionaries of 
Boards of Education should be organised. A whole range 
of new books should be brought out and simple 
experiments devised for the purpose.

(v) The objective of science teaching itself should be 
inculcation of a scientific temper. Emphasis should be 
not on mere acquisition of scientific knowledge but use 
of scientific method as a tool of acquiring knowledge. 
'How' is as important as 'what7.

Sports, physical education and youth activities
12.9.0 Consistent with para 8.22 of NPE, 1986, for providing
opportunities for the youth to involve themselves in national and 
social development through National Service Scheme (NSS), 
National Cadet Corps (NCC) etc., the Department of Youth Affairs 
& Sports took up the matter with the Planning Commission at the 
time of formulation of Eighth Five Year Plan i.e. for larger 
coverage of students under these programmes, apart from Bharat 
Scouts and Guides. However, that Department has not been able to 
secure any significantly favourable response.

Recommendations:
(i) As in the case of implementing programmes relating to 

synthesis of culture and education, in the matter cf 
provision of opportunities for the youth to involve 
themselves in national and social development through 
educational institutions and outside them, the primary 
responsibility should be with the Department of Education.

(ii) Dr. Amrik Singh Committee has recommended widening the 
base for sports in educational institutions; laying down 
sports syllabus for students at different levels; 
orientation of teachers for sports and games; close 
coordination between Lakshmibai National College of 
Physical Education (LNCPE) and educational authorities at 
different levels for drawing up a plan for reorientation 
of teachers etc. This package of measures should be 
implemented.
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(iii)

(iv)

( V )

(Vi)

(vii)

(viii)

Provision of specific slots during schooling hours for 
physical education; stipulation of acquisition of specific 
grades in Physical Education to qualify students for 
particular clashes, incentives for Physical Education 
teachers; and regular courses in sports and physical 
education for students who want to choose this fieid as a 
career option are other important measures which should be 
brought under implementation.
One of the important elements of physical oducation, all 
along has been emphasis on stereo-typed drills. Aerobics 
bringing out the rhythm in human movement have lot more 
educational and develop-ents1 value. This should be made 
part and parcel of physical education programme. The 
emphasis should also be on Indian games.
General youth programmes to be implemented in the school 
system could be a package of the following measures:
* Conduct of National Integration Camps; teaching of 

patriotic songs special reference to children of one 
region learning songs of other regions; and inter
state visits of students;

* Introduction of National Service Scheme in all the 
schools at +2 level;

* Grant of appropriate credits for national service at 
the college level for award of degrees.

Only 5% of the youth are involved in youth activities in 
the school system. There is a vast reservoir of youth 
potential outside the school system. Appropriate 
activities should be organised for them as well. The 
youth outside the school system should be given access to 
the infrastructure available in the schools. This alone 
will facilitate expanding the social base of those who are 
drafted for youth activities.
The physical education teachers have all along been given 
a secondary status in terms of their service conditions, 
emoluments and means of according recognition to them. 
They should be treated as equal in every rcspect to other 
teachers.
National Integration camps should be so organised that 
opportunities are offered for the mixing of the youth with 
the underprivileged tribal population. This will also 
bring about national integration in the true sense of the 
terms.
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Examination Refofms
12.10.1 Examination reform has been a subject of almost 
consistent consideration by various Committees and Commissions 
appointed by the Government of India from time to time. The 
justification for examination reforms arises from acadcmic 
considerations. Examinations alongwith teaching and learning, in 
fact, constitute the trinity of functions in the educational 
process. Examinations over the years have tended to be an 
instrument for testing memory. Learning has become a rather 
mechanical process of acquiring skills and teaching has been 
largely a process of coaching for examinations. The relationship 
between examinations and standards of teaching and learning are 
intimate. Improvement in any one of these aspects results in 
improvement of other aspects as well. Therefore, the objective of 
examination reform is to make it an-instrument of good education.
12.10.2 The Indian University Commission (1902) observed that 
the teaching in Indian education stood subordinated to 
examination and not examination to teaching. The Hartog Committee 
(1929) deprecated academic bias of examinations at the school 
level, geared as they were to the needs of the majority who did 
not have access to the university system and were to enter life. 
Similar criticism was voiced by the Sargent Plan 1944. The 
Radhakrishnan Commission (1948) pointed out that examination 
reform was a matter of very high priority in education reform as 
a whole. The Mudaliar Commission (1952-53) made elaborate 
recommendations on examination reform and called for reduction 
in the number of external examinations, conduct of objective 
tests, assessment of attainments of the students through a proper 
system of school records, weightage for in-school tests, 
symbolic rather than numerical marking for purposes of evaluation 
and grading etc. The Education Commission (1964-66) considered 
the question of examination reform at all stages of education and 
called for evaluation being construed as a means to assess 
learner development on an objective basis. The CABE Committee on 
Examination Reform (1970) also made wide ranging recommendations. 
The National Policy on Education, 1986, envisaged evaluation as a 
continuous process so that the student would be helped to improve 
his level of achievement, as distinct from certification of the 
quality of his performance at a given moment of time. The 
National Policy on Education, 1986 also considered examinations 
as a means for improvement of quality of education. Specifically, 
it called for removal of subjectivity in examinations, de
emphasis of memorisatin, continuous and comprehensive internal 
evaluation of scholastic and non-scholastic achievements of 
students, improvement in the conduct of examinations introduction 
of concomitant changes in instructional material and methodology, 
introduction of the semester system from the secondary stage in a 
phased manner and use of grades in the place of marks. The 
Programme of Action (POA) suggested several specific short-term 
and long-term measures for carrying out examination reform at the 
school level as well as the university level. The following Table 
presents a gist of these measures:
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Table 3
Measures for Examination Reform

School
Education

University 
level.

Short-term measures Long-term measures
* Continuance of public * Stipulation of the levels 

examinations at the of attainment expected
levels of classes at classes V, VIII, X &
X & XII; XII by the State Boards

of Education;
* Decentralised conduct

of examinations; * Prescription of learning
objectives by the State

* Spot evaluation of Boards of Education; 
answer scripts.

* Development of schemes 
of evaluation on contin
uous basis;

* Conduct of research in 
procedures for evaluati
on and examinations and 
examinatins through con
sortium of Boards of 
Eduation.

* Movement towards cumula
tive grading system.

* Introduction of con
tinuous institution
al evaluation at the 
post-graduate level 
to begin with in uni
tary universities, 
deemed universities & 
autonomous colleges;

* Indication of studen
ts' performance thro
ugh letter grades;

* Assessment of over
all performance on 
the basis of cumulat
ive grade point 
average;

* Facility for improve
ment of performance 
by students through 
subsequent appearances

* Development of alternative 
system of evaluation in 
the place of external exa
minations for affiliated
colleges;

* Some universities functio
ning as examining bodies 
for a number of colleges;

* Introduction of flexibili
ty in the combination of 
courses, introduction of 
modular courses, provision 

for accumulation of credi
ts and continuous research 

on evaluation procedures 
by agencies like AIU.
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12.10.3 Following up on NPE, 1986, NCERT conducted a National 
Seminar on Examination Reforms and issued certain guidelines to 
the States, principally covering the subjects of scaling and 
grading, continuous comprehensive internal evaluation, setting up 
of balanced question papers etc.
12.10.4 The CABE, in July,1989, also recommended that the State 
Boards should take effective steps in the areas of grading and 
scaling, continuous comprehensive internal evaluation of 
scholastic and non-scholastic achievements of students etc.. The 
19th Annual Conference of the Council of Boards of School 
Education in India, (COBSE) recommended the following in 
September, 1990:

* Comprehensive and continuous internal evaluation should 
be introduced in a phased manner, initially at the 
elementary stage;

* A letter grading system on a nine point scale should be 
introduced for declaration of individual results by the 
State Boards by 1995 at the elementary stage.

* The State Boards should work towards abolition of 
public examinations, particularly at the end of class X 
subject to credibility of continuous and comprehensive 
internal evaluation, stage of reforms effected in 
grading system and introduction of entrance test for 
admissions in institutions for higher learning.

* Introduction of semester system in a phased manner from 
the secondary stage so that the students are enabled to 
progress at their own pace.

12.10.5 Examination reforms having been recommended 
consistently by various Committees and Commissions over the 
years, steps for the same have been taken differently in 
different States. Presented below is a statement of the status of 
examination reforms at the schools stage in different States.

Table__4
Status of Trplementation of Examination 

Reforms at The School Level.

S.
No.

Steps for Examination Reform Boards/States which have 
introduced Reform

1. Development of policy 
statement (designs) for 
each question paper.

Andhra Pradesh, Assam, Gujarat 
Kerala, Maharashtra, Punjab, 
Rajasthan, CISCE„ J&K, M.P., 
Manipur, CBSE, Haryana,
Tripura, Karnataka, Goa, U.P., 
West Bengal.
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2. Appointment of paper 
setters from among those 
trained in evaluation.

3. Appointment of panels of 
paper setters for each 
question i-aper.

4. Allocation of definite 
proportionate percentages 
of marks in question pap
er for testing different 
abilities.

5. Ensuring an effective 
overage of the syllabus 
through the question 
paper

6 . Introduction of specific 
pinpointed questions in 
the question paper.

7. Inclusion of short-answer 
questions in the question 
papers, besides the 
essay-type ones.

8 . Introduction of objective 
type questions (multiple 
choice) in the question 
papers.

9. Use of question banks for 
setting question papers.

10. Abolition of overall 
options in the question 
papers.

11. Development of marking 
scheme alongwith each 
question paper by the 
setter himself.

Andhra Pradesh, Gujart,Kerala, 
Maharasthra, Orissa, Rajasthan 
CISCE, J&K, M. P., Manipur, 

Tamil Nadu, Haryana, Goa, 
U.P.j West Bengal.
Andhra Pradesh, Assam, Kerala 
Gujarat, Maharashtra,
Rajasthan, CISCE, Tripura,
Goa, U.P.
Andhra Pradesh, Assam, Gujarat 
Maharashtra, Kerala, Rajasthan 
CISCE, J & K. M.P., CBSE, 
Haryana, Manipur, Tripura, 
Karnataka, Goa, U.P.
Andhra Pradesh, Assam, Gujarat 
Kerala, Maharashtra, Rajasthan 
CISCE, CBSE, J & K ,  Manipur, 
M.P., Haryana, Goa, U.P.
Andhra Pradesh, Assam, Gujarat 
Karnataka, Kerala, Kaharashtra 
CISCE, CBSE, Haryana, Tripura, 
Goa, U.P., West Bengal.
Andhra Pradesh, Assam, Gujarat 
Karnataka, Kerala, Maharashtra 
Manipur, Orissa, Punjab,
Rajasthan, Tamil Nadu, CISCE, 
CBSE, Haryana, Tripura, Goa, 
U.P., West Bengal.

Andhra Pradesh, Gujarat, 
Karnataka, Kerala, Maharashtra 
Manipur, Orissa, Punjab, 
Rajasthan, Tamil Nadu, CISCE, 
Tripura, Goa, U.P.

Gurajat, Rajasthan, CISCE, 
Goa, Bihar, CBSE, Haryana, 
West Bengal.
Andhra Pradesh, Assam, Gujarat 
Karnataka, Kerala, Orissa, 
Rajasthan, CBSE, U.P.
Assam, Gujarat, Karnataka, 
Kerala, Punjab, Rajasthan, 
CISCE, CBSE, U.P., Goa, 
Maharashtra, West Bengal.
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12 .

13 .

14 .

15.

16.

17 .

18.

19.

2 0.

21 .

22 .

Division of question pap
er into two separate sec
tion for fixed response 
and free response ques
tion with fixed separate 
time limit.

Andhra Pradesh, Gujarat,
Kerala, Karnataka, Punjab,
Rajasthan, Tamil Nadu, CISCE.

Introduction of centrali
sed spot evaluation of 
scripts.
Introduction of mechanical 
processing of examination 
results.

Scaling of 
results for 
comparable.

subj ect-wise 
making them

Allowing students to clear 
the examination in parts.

Andhra Pradesh, Assam, Gujarat 
Karnataka, Kerala, Tamil Nadu, 
CISCE, CBSE, Tripura, Goa, U.P
Andhra Pradesh, Gujarat,
Kerala, Karnataka, Maharashtra 
Rajasthan, CISCE, CBSE, U.P.
Gujarat, Kerala, CISCE.

Andhra Pradesh, Karnataka, 
Kerala, Rajasthan, Punjab, 
CBSE.

Permitting students to 
improve their grades by 
appearing at subsequent 
examination.

Andhra Pradesh, Karnataka, 
Kerala, Rajasthan, Punjab, 
CBSE.

Reckoning both the produ
ct and performance in ev
aluation of practical 
work in science subject.
Incorporation of both 
academic and non-academic 
ares of pupil growth in 
the scheme subject.
Issue of separate certif
icate of internal assess
ment alongwith that of 
external examination.

Assam, Gujarat, Kerala,
Punjab, Mahax-ashtra, Rajasthan 
CISCE, Tripura, CBSE, Goa, 
U.P.
Rajasthan, Tamil Nadu.

Rajasthan.

Analysis of question pap
ers in details as feedback 
tor paper setters.
Analysis of answer-scripts 
of the examination locating 
common errors, correlation 
in score and functional 
value of item, etc.

Rajasthan.

Rajasthan.
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23. Autonomy to schools in Rajasthan,
curriculum teaching, text
books and evaluation etc.

12.10.6 The following further statement presents information on 
the status of implementation of examination reforms in the 
universities:

Table 5
Status of Implementation of Examination 

Reforms at The University Level.
S. Item No. of
No. Universities

1. Universities which have introduced internal 7 4 
evaluation No. Tt different levels

2. Universities which have developed question banks. 74
3. Universities which have adopted grading systems for 

various courses
45

4. Universities which have introduced semester system
5. Universities which have initiated steps to divide

syllabus into units/areas of content
6 . Universities v/hich have decided that choice in 

answering questions should be restricted to each 
units of syllabus

7. Universities which have agreed to hold examinations 
without fulfilling the requirements of minimum 
lectures/tutorials, laboratory sessions etc.

71
56

50

52

12.10.7 The above statements on the status of implementation of 
examination reforms clearly bring out that not in all the States 
or universities all the elements of examination reform have been 
brought under implementation in a coordinated manner. Despite 
efforts at reforms the present day situation is one of tail 
wagging the dog i.e. the system of examination dictating the 
character and quality of education itself. The schools have come 
to be construed as some kind of a giant conveyer belt, 
transferring students from stage to stage leading to the 
university, rather than institutions equipping the students for 
life and working in society. The centralised public examination 
system, as distinct from evaluation at the institutional level 
results in the majority of the examinees getting thrown off the
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conveyor belt, in effect making education discriminatory and 
elitist. (It is the comparatively more well-to-do who are able to 
afford the coaching materials and guidance through tuitions 
required for success in examinations.) The importance given to 
the marks in public examinations obtained by students either for 
admission to higher courses or for selection of jobs has resulted 
in marks-based value system. The universities also have tended to 
jack up their marking system to compete with good universities, 
not necessarily mindful of standards. Universities are also under 
severe strain on account of the burden of holding examinations at 
the under-graduate level. It is desirable that universities are 
relieved of the load of administering examinations. The students 
have to take several admission tests for entry into engineering 
and medical institutions. Apart from being a strain on the 
students, parallel tests by different institutions are an 
avoidable waste of resources.

Recommendations
(i) The question of examination reform should be construed as 

a package of all the following factors:
* Introduction of semester system.
* Continuous Internal evaluation; and maintenance of 

integrity of such evaluation (and examinations in 
whatever form and scale they may be conducted) ; 
within the same classes, in primary stage, 
diaggregated evaluation of groups of students to 
cater to individual differences.
Tearhers playing the key role, the principle being 
;,He or she who teaches snail lay down the syllabus 
and also evaluate".

(ii)

* Facilities for students to move from one stage of 
education to another by appearing in entrance tests.

* Facilities for students to have the freedom of choice 
of modules rather than whole course packages.

* Provisions for credit accumulation by students and 
facilities for transfer of grade from one institution 
to another; facilities cf multiple entry and exit 
for students which in effect facilitates opening up 
and non-formalising the school system.

It is this package as a whole which should be brought 
under implementation and not merely individual elements, 
that too in a piecemeal or ad-hoc fashion.
In the present context of our educational system, however, 
there are serious apprehensions basically about the

*
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concept of the teacher playing the key role. In 'che 
responses received in pursuance of the perspective paper 
on education, these apprehensions have been voiced by a 
large number of respondent^. The main reason for these 
apprehensions is that the authority vested in the teacher 
in this regard might be abused in various ways. 
Respondents have also expressed the opinion that 
experiments in this regard in the past have not 
necessarily been successful. Another view expressed is 
t’lat the teachers themselves might not be prepared tc 
accept the onerous responsibilities going with examination 
-reforms. It: is natural that any at tempt at reforms for che 
purpose of changing the status-quo means resistance from 
the established order. However, the call for examination 
reforms on the part of experts over the years having been 
very consistent and several States and universities 
already having taken up examination reforms in fact, 
though in a piecemeal way, there is undoubtedly need for 
orderly progress towards examination reforms in terms of 
tl,e above package. Implementation of this package, 
however, bristles with several practical problems, 
diversities in the educational system in the country being 
vast. Therefore, there is need lor an Examination Reforms 
Commission. This snould also bu a permanent body which 
will facilitate monitoring of progress in examination 
reforms from time to time until the task is fulfilled in 
stages. The terms of reference for this Commission may be:

i) Review of the status of examination reforms from 
time to time.

ii) Phasing of examination reforms, indicating time
frame within which, and levels at which, the 
reforms are to be effected.

iii) Introduction of fair and objective systems of 
grading/scaling.

iv) Laying down norms for continuous comprehensive 
internal evaluation and suggesting safeguards 
against abuse of this evaluation system.

v) Advising on minimum levels of learning to go with 
internal evaluation system.

vi) Laying down modalities for semesterisation and 
modularisation.

vii) Advising on inter-institutional linkages to secure 
comparable standards.

viii) Teacher orientation for successful implementation 
of examination reforms.
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It is obvious that the Examination Reforms Commission will 
have to go into problems relating to the reforms in each 
State, fully involving the State level authorities such 
that problems at the State as well as the sub-State levels 
are fully taken into consideration. Functionaries of UGC, 
AIU, AICTE, NCERT, NIEPA, State resource institutions, 
State Boards of Education and other expert bodies at the 
national and other levels, apart from teacher and student 
organisations will also have to be consulted from time to 
time by the Commission. The Commission may be headed by 
an eminent educationist with the rank of Minister of 
State, Government of India. The Commission maybe a compact 
body consisting, apart from the Chairman, of experts in 
the areas of school, university and technical education. 
The Chairman and members may be full time functionaries.

The School Bag
12.11.0 The theme, in fact a serious problem, which is referred 
to and complained about universally by the teachers, students, 
parents and educationists is the 'load of the school bag7. This 
problem is often picturesquely presented as creating hunch backs 
out of the shool children and as relieving the children of the 
joys of learning - literally making the learning process 
burdensome. In a repent meeting of the CABE also, this came up 
for serious reference. The Committee has considered this matter 
in all its aspects and has the following suggestions to make:

Recommendations

(i) The knowledge in different disciplines needs to be viewed 
in an integrated manner, rather than in water-tight 
compartments. By doing this it would be possible to avoid 
unnecessary repetition of facts.

(ii) There is over-dopendence on textbook-based learning, 
rather than on inculcating efficient reading habits and 
capabilities of self-learning. Emphasis on supplementary 
reading material and library work as important elements in 
school education can help in reducing exclusive dependence 
on textbooks, without losing on quality of education.

(iii) There is a fallacy which has guided formulation of 
curriculum, particularly in science subjects, lor a long 
time and is one of the chief causes for the load of the 
science books. This is the principle of preparing the 
science material to catch up with the exponential growth 
of knowledge. Instead, there is need to stress the 
scientific method cf acquiring knowledge, rather than 
knowledge itself. Equipped ^ith the tool of the method of 
acquiring knowledge, the student would be in a position to
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learn throughout life according to his/her needs.
(iv) The present syllabus over-emphasises memorisation and 

recall of information. Conce pt f ormat ion and
understanding of basic principles is invariably 
underplayed. A shift in the emphasis from mere 
information to concepts and principles would make it 
possible to eliminate the irrelevant material from the 
textbooks.

(v) At present the curriculum at the +2 level is used to put 
pressure on the designing of curriculum in the middle and 
primary schools. What is needed instead is to view 
primary and middle-level curricula in a self-sufficient 
package of knowledge, aptitude and skills with which the 
child can go into the 'world of work' and continue self
learning throughout life. This step would ensure that 
what is taught in the elementary stage is determined only 
by the needs of the children in this age group. The 
social significance of this change lies in the fact that a 
great majority of our children would quit education after 
the middle school and only a few ..ould proceed to the high 
school.

(vi) The curriculum is based on an erroneous view that learning 
comes to an end with the public examination. Therefore, 
the curriculum framers try to stuff the textbooks with as 
much knowledge as possible. In place of this, it would be 
helpful if capabilities of self-learning and an aptitude 
to learn throughout life is emphasised.

(vii) The focus of the present curriculum is on a narrow segment 
of cognitive domain i.e. memorising facts. The entire 
curriculum needs to b^ reorganised to give due emphasis to 
not only all dimensions of the cognitive domain, but also 
to affective domain and psycho-motor skills. This 
reorganisation would provide an immense scope for 
eliminating those parts of the syllabus which need a lower 
emphasis in this new framework, as an important part of 
the curriculum would then have to cover the affective 
domain and psycho-motor skills which are not tied up with 
textbooks.

(viii) The class room learning is invariably alienated from what 
the child learns from home and the society. This 
frequently results in avoidable reptition. Further, the 
school syllabus, instead of building upon the store of 
knowledge acquired by the children outside school, often 
ends up either ignoring it or even unconsciously 
mitigating it.
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CHAPTER 13

TEACHER AND STUDENTS

13.1.1 The NPE 1986, while discussing the various aspects of 
education has placed immense trust in the teaching community. 
Teacher competency, accountability, aptitude and favourable 
attitude to the profession are to be ensured before teacher 
training or recruitment takes place. The policy framework of NPE 
insists on recruitment of competent teachers and in-service 
training which could freshen them up once again. It has stated 
in clear terms the guidelines to be followed in teacher 
education, and in-service programmes.
13.1.2 The POA on teacher education discusses in detail, the 
operationalisation of the policy outlined. The role of the 
teacher in the educational context requires three aspects, namely 
training in academic inputs, training in psychological inputs and 
research and development. Teacher accountability, competence and 
innovativeness are insisted upon, and teachers should possess in 
themselves the vital personality traits of motivation and 
concern.
13.1.3 For school teachers, pre-service training for the 
profession is insisted. NPE has also suggested an overhaul of 
teacher-education as the first step towards educational re
organisation. Other measures for reorganising teacher education 
at the various levels are also suggested. SCERTs and NCERT will 
implement the several programmes of research and training at the 
State level and from the centre respectively. District Institutes 
of Education and Training (DIET) will be established with the 
capability to organise pre-service and in-service courses for 
elementary school teacher and for the personnel working in non- 
formal and adult education. The National Council of Teacher 
Education will be provided the necessary resources and capability 
to accredit institutions of teacher education and provide 
guidance regarding curricula and methods.
Coxnmittee's perspective

13.1.4 There is need for revamping the existing teacher 
education programmes. The reasons are:

- The present teacher education programme is theory- 
oriented.

- It is isolated from school, colleges, universities and 
community.

NPE/POA stipulations
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Practice teaching period allotted is not adequate in 
terms of duration and experience gained and what is 
done during this programme is often stereo-typed.
Materials prepared during practice teaching have no 
relevance to the realistic conditions of the schools.
Catering to all types of students during practice 
teaching is not taken care of.
There is little or no scope for the development of the 
affective domain of the teacher, especially of 
essential quality of teachers such as empathy, respect 
for the individual student, attitude towards 
profession, children, society and development of values 
etc.
Demonstration or model schools are not under control of 
Colleges of Education.

There is no provision for organised and periodic in
service education of teachers.
In-service programmes are not effectively done; poor 
co-ordination and monitoring of in-service education 
programmes. Absence of research base for making in
service education more effective.
Inadequate infrastructures at the State and National 
levels.
There is minimum of emphasis in developing
professional skills in the form of techniques, 
approaches or methodologies for becoming a facilitator 
to promote group learning, and in general, learning to 
be an educator for human development, rather than for 
merely meeting examination needs.
Evaluation system is not criterion-oriented.

The above mentioned points indicate directions along 
which teacher education could be modified. Suggestions listed 
below will give a guidance for overrhauling teacher education 
programme.

Removing Deficiencies

The NPE lays emphasis on Teacher Education as follows 
"Teacher Education is a continuous process and its pre-service 
and in-service components are inseparable. As the first step, 
the system of teacher education will be overhauled". If an 
important change in the education system is to be brought about 
by radical transfo rmation of the present system of teacher
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education, then the functions of tcacher education would include 
the following suggestions in addition to the points outlined in 
NPE

Recommendat ions
i) Selection of student should be regulated through 

stringent aptitude and attainment and not merely on 
University grade or mark.

ii) The training programme should be competence-based and 
there should be an integration of theory and practice 
for situational applications.

iii) Affective aspects to be taken care of so as to develop 
in students the qualities such as empathy, attitude 
towards profession, society and develop values.

iv) In-service and Refreshers courses are to be specific and 
they should be related to the specific needs of the 
teachers. In-service programmes should take due care of 
the future needs of teacher growth, evaluation and 
followup should be part of the scheme. Research should 
support better management including delivery system of 
the programme. Development of innovative strategies and 
pilot trial of significant activities should be 
encouraged to ensure the effectiveness of the programme. 
DIETs should have the major responsibility for 
organising in-service courses for elementary school 
teachers. A strong distance education system of in
service education should be developed using TV, Radio 
and Print media. It can be strengthened by occasional 
contact programmes.

v) All should be strengthened with continuous supply of 
relevant learning material including journals. 
Provision should be made for every teacher to attend in
service programmes according to the specific needs and 
requirements.

vi) The first degree in teacher education should not be 
given through correspondence education.

Preparing Teachers for the New Thrusts

13.2.0 In the light of the new thrusts which the Committee is 
proposing for the education system, the teacher training would 
have to be totally revamped with a view to equip the teacher Wxth 
the following attributes:

a) empathy and a school perception of the need profiles of 
children from different educationally backward sections
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of society;
b) understanding of the status of women in society and the 

need to introduce a gender perspective in all dimensions 
of education;

c) capability of imparting education in all aspects of 
cognitive and affective domains as well as psychomotor 
skills;

d) aptitude for innovative and creative work;
e) perception of the interventionist role of education in a 

stratified society and the ability to give operational 
meaning to this role;

f) preparedness for vocationalisation of entire educational 
process and aptitude for integration work in academic 
learning;

g) ability in special areas such as pre-school education, 
education for the handicapped children, continuous and 
comprehensive evaluation, activity-based learning, 
scientific methods of acquiring knowledge etc.; and

h) a sensitive understanding of her/his role in a 
decentralised and participative mode of educational 
management.

13.3.0 In addition to the personal attributes enumerated 
above, the new thrusts towards UEE would require the teacher of 
the elementary stage to be trained in the following concepts, 
methods and skills:

- non formalisation of the school which would involve
introduction of child-centred approach, ungraded 
classroom, diaggregated and continuous evaluation, and a 
sensitive understanding of child's behaviour;

- reaching out to the unserved habitations and those 
sections of children who have not so far responded to 
schooling by organising 'para-schools';

- linking up with ECCE and adopting its play-way and 
activity-based approach into the primary school;
developing school into a community school where school 

nucleus of several social and cultural 
of the village besides becoming a centre 

developmental and social welfare services

becomes a 
activities 
through which 
may be made available to the village;
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mobi1ising resources, both human and otherwise, for 
enrichment of the learning environment through 
introduction of signing, drawing, clay-modeling, folk
lore and folk singing in the class room;
developing content on the basis of the minimum levels of 
learning;
community empowerment by communicating the expected 
learning outcomes in simple forms and arranging 
opportunities where the community could directly 
evaluate what their children have gained from the 
school;
capability to_guide vocal i onal _i sat i on___of entire
Elementary Education, alongwith mastery over at least 
one SUPW or vocational skills;
understanding_of_how to integrate different subjects
into -an organise whole.

Recommenda t i on s
ilevamp the teacher-training programmes along the lines suggested 
above, particularly for the teachers at the elementary stage, 
with a view to meet the requirements of the new thrusts proposed 
for UEE.

Internship Model of Teacher Traini ng
13.4.1 The challenge of UEE has posed the problem of training 
several lakhs of additional teachers within the next few years at 
the elementary stage. The conventional approach of institution- 
based model of pre-service and/or in-service teacher training may 
not be adequate for the purpose for the following reasons:

i) Being isolated from the ground realities, this model is 
unable to provide for suitable mechanisms to integrate 
field problems in the training modules.

ii) The linkage between theory and practice is rather weak in 
this model.

iili) The infrastructural facilities available today for this 
model are just not adequate for meeting the UEE 
requirements.
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13.4.2 It must be kept in mind that the problem of preparing 
teachers for UEE cannot be reduced to mere quantitative terms, 
notwithstanding the reauirement for rapidly preparing large 
number of teachers. The need for quality and relevance in 
education is of critical importance for UEE, as shown elsewhere. 
Any model of training would have to take these facts into 
consideration.
13.5.0 The Committee, therefore, proposes an alternative 
model, termed 'Internship Model' to meet the challenge. The 
model is particularly suited for preparing 'para-teachers' who 
*?ould be recruited by the school Head Master/Head ‘ Mistress for 
organising 'para-schools', as envisaged elsewhere. However, the 
model is based upon sound educational principles which merit 
attention of teacher educators for all sorts of training 
situations.
13.6.1 Becoming an effective teacher is not a question of 
acquiring a bagful of tricks of the trade, but of growing into a 
human being skilled in the art of communication. It may be 
better to speak of developing a teacher than of training one. 
However, whatever the terminology used, training is an ongoing
continuous process_spread over time. From this point of view, a
model of teacher training based on the concept of internship is 
proposed as an alternative to the conventional pre-service 
teacher training course. The characteristic of this model and 
its differences from the conventional model are summarised below:

Internship Conventional

i) Long duration Short duration

ii) In-service Pre-service
iii) On-the-job, alongwith inter- 

mittant 'in-the-institution' 
training (i.e. sandwiching)

In-the-institution only, 
(including an adjunct of 
'practice teaching')

iv) Practical and theory through 
practice

Mainly theoretical

v) Reality-oriented Ideal-oriented
vi) Experience-based Instruction-based
• • * Vll) Inductive Deductive

• * « % Vlll) Low-cost High-cost
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13.6.2 The internship model is firmly ba^cd on the primacy and 
value of actual field experience in a realistic situation, on the 
development of teaching skills by practice over a period of time, 
on supervised teaching under the guidance of more experienced and 
skilled persons, on role modelling as a time-tested pedagogical
principle. It is "inductive" because it expects to_draw
theoretica 1_insights . a fter_exposure to a range_of_personal
experiences and observations; a deductive model first gives 
instruction in basic principles in an abstract manner, and 
expects the student to apply the principles to real life 
situations later on.
13.6.3 The relationship between the content of teacher 
training (what is to be learnt) and process (how is it to be 
learnt) is illustrated in the following diagram. All content can 
be grouped under the headings - Knowledge, Skills and Attitudes, 
and all processes can be grouped under the headings - Theoretical 
Instruction, Practical Work and Field Experience.

P Theoretical 
Instruction

R
0 Practical
C Work
E

Field
S

Experience
S

13.6.4 Knowledge required to be an effective teacher at the 
primary level is partly of subject matter content, but this is a 
small component, since the primary teacher, especially in the 
first three years, is expected mainly to teach literacy and 
numeracy skills, and life skills. The main knowledge required is 
from the field of child development - of how children develop and 
how children learn, of the stages of development, of children's 
needs etc. This kind of knowledge can be given largely through 
the conventional inodes of instruction - lecturers, discussions, 
reading, audio-visual methods, etc. Group discussions based upon 
the observations and life experiences of the trainees themselves 
can be an excellent way of teaching this kind of theory. This 
sort of instruction can be given in a short-term, hence it has

C O N T E N T  
Knowledge Skill Attitude

Short
term

Medium
term

Long
term
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been placed in the first box.
13.6.5 Skj.lJLs required by a tcacht r are of many types, 
ranging from ability to tell stories, sing, dance, play games and 
act, to skill in making and doing things, ski]Is in various 
crafts and domestic activity and interactive skills ] ike 
stimulating, guiding and encouraging children, handling groups at 
various levels etc. Skills need regular and constant practice 
$nd cannot be learnt by mere instruction, though initial 
demonstration may be useful or even necessary. So skills have 
been labelled as medium term and placed in the middle box.
13.6.6 Attitudes towards work, towards children of different 
ages, towards self, towards women, towards different cultures, 
towards society, and towards others are the hardest to build up. 
They can never be taught by direct instruction but are acquired 
through various proceses such as exposure to role models, 
limitation of role models, peer attitudes and other socialisation 
inodes. Attitudes like a long time to be internalised, hence they 
have been labelled long-term and placed in the last box.

13.6.7 To make a success of the internship model of training 
the following are required:

- realistic field situation for teachers;
- long duration;
- supervised teaching in the field;
- good role models; and

- trainers who are themselves skilled and effective 
teachers.

13.6.8 All except the last two may be fairly easy to get by 
merely placing trainees in the field. Even the last two are 
available among experienced teachers in the field, though it may 
be hard to find among those conventionally labelled as trainers, 
that is, the staff of training schools and inspectors of schools. 
On the other hand, all the cost and paraphernalia of the 
conventional pre-service two-year training course can be saved, 
by placing trainees in the schools as intern-teachers, paying 
them for it, and expecting them to fulfill their regular duties.
13.6.9 A sandwich pattern is suggested, starting with a brief 
period of 'theoretical orientation7, followed by long periods of 
supervised teaching in the schools, alternating with short 
institution-based sessions of discussion and clarification of 
theory and for learning and practice of skills. During the 
internship, each trainee should be attached as an intern to an 
experienced and skilled teacher who acts as a role model and, in 
addition, should receive guidance through demonstration in skills 
by skilled trainers. These periods should continue to
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alternate for several years. In the second and third year, 
supervision may become less frequent and the trainees left to 
function more and more independently. The trainee should be 
certified as a trained teacher only after three (or five) years. 
The final evaluation should be done on the basis of continuous 
evaluation by the supervisors and senior teachers of the 
trainee's abilities, skills and effectiveness as a theacher, by 
evidence of his practical skills in the form of objects made and 
events carried out (NOT by demonstration lessons) and by a short 
written and oral test of knowledge. The actual division of time 
periods is flexible and varying patterns can be adopted.
13.6.10 It is reckoned that the newly recruited 'para-teachers' 
may be given a short (say, two weeks) orientation course before 
being given job placement. During this course, S/he may be 
acquainted with the basic strategies and measures adopted for UEE 
and also be sensitized towards children, particularly girls, from 
under-priviledged sections of society.
13.6.11 From time to time, the trainees in the Intership Model 
may be invited either by a local High School or DIET for a 
sandwich programme of in-service institution-based short term 
course with a view to enrich theory as well as exchange 
experiences among the trainees.

Recommendations
i) The Internship Model of teacher training may be used 

extensively for preparing 'para-teachers' during their 
probationary period. The programme in each Educational 
Complex may be co-ordinated at the Complex level in close 
linkage with the DIET. This training would have to be 
sandwiched with in-service institution-based short term 
courses in between.

ii) The Internship Model may also be explored as a possible way 
of training other types of teachers as well.

Training High School Teachers

13.7.1 A revised curriculum has been prepared by the NCTE for 
the B.Ed. courses. Before the curriculum is finalised, the draft 
may be sent to the different training institutions around the 
country for comments and suggestions. This exercise will also 
make them feel involved and at the stage of implementation, there 
will be more readiness to transact the new curriculum.
13.7.2 The Committee considered the integrated model of 
teachers education which has been practised by the four Regional 
Colleges of Education, (RCE) . In this model, following class 
XI1/ trainee is given a 4-year course integrating subject and 
methodology. At the end a B. Sc.-B.Ed. degree is awarded. The
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Committee observed that this model provides the necessary 
professional touch to the training and, therefore, needs to be 
encouraged.

Recommenda t ions
j.) The new NCTE syllabus for B.Ed. courses should be circulated 

to all teacher training institutions and State/UT 
Governments for detailed comments, before the matter is 
finalised.

ii) Encourage more institutions to open the 4 year integrated 
course along the lines of Regional Colleges of Education.

Preparing Teacher Educators for Leadership_Ro 1e

13.8. 1
concern:

The Committee notes the following situation with

a) The educational objectives and strategies are planned 
in isolation of those who have to inplement them, i.e., 
the teachers and teacher educators. Consequently, they 
interpret the objectives and strategies in their own 
perception and this can even result in action that may 
be diametrically opposite of what was intended.

b) Further, the teachers and teacher educators do not have 
any concrete role in policy implementation or its 
monitoring. Their role is confined to doing only what 
they are told.

c) The teacher training institutions, irrespective of 
their level or status, are essentially service 
institutions, meeting the expectations of policy 
framers.

13.8.2 The teachers, teacher educators and the training
institutions must be assigned a leadership role in all aspects of 
education - policy making, planning, strategy formulation, 
implementation and monitoring. Unless this is done, the 
education system is unlikely to respond to exhortations to change 
and serve the society. True, they lack today the necessary 
] otivation, aptitude and competence to assume the leadership 
role, but this cannot be an excuse for not taking the first step 
forward in the right direction. With appropriate inputs and 
mechanisms for their growth, a precess needs to be generated 
right away to ultimately place the responsibility where it 
legitimately belongs. In this, the teacher educator would have a 
pivotal role.
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13.8.3
teacher

The Committee presents the following profile of a 
educator:

Should preferably belong to the cadre of school 
keachers and must have experienced the system at least 
for a few years;

should also have exposure to the outside world at large 
in order to acquire a broader perspective;
should be of high academic competence;
should possess an integrated view of knowledge and 
conviction in the interventionist role of education;
should carry a historical and socio-economic 
understanding of the problems and issues faced by 
Indian society, as also the world;
should have empathy and a burning concern for the 
under-previleged;

should have competence for research and an aptitude for 
using research as a powerful tool for educational and 
social development.
should be distinguished by having personality 
attributes such as -
a) ability to think and work with a sense of 

independence,
b) ability to act against the prevalent or populist 

opinion,
c) ability to convince and catalyse people,
d) ability to lead both by precept and practice,
e) ability for creative and sustained action,
f) ability to mobilise resources, both human and 

financial, from within and outside the community, 
and

g) ability to work with different segments of 
society, including the Government.

A high motivation for need achievement,
a) a desire to achieve
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b) ability to work even when, demotivating, factors arc 
present

c) a willingness to accept responsibility and feel 
accountable

d) high inter-personal skills
13.8.4 In order to develop such a teacher educator, a special
programme of education, having the necessary status and 
resources, would have to be developed. The programme would^give 
adequate weightage to cognitive, affective and operational 
components of the role expected of a teacher educat■or. The 
institutions running these programmes must play an active role in 
educational policy making, planning, implementation and 
monitoring from the very beginning, thereby also providing a 
'field situation' in which the trainees of a teacher educator 
programme would receive training.

Recommendations
i) Give the teacher educator a leadership role in all aspects 

of the educational system, including policy making, strategy 
formulation, implementation and monitoring.

ii) For the above purpose, organise a specially designed 
training programme such that all the desired attributes of a 
teacher educator would be inculcated in the trainee.

Continuing Teacher Education;
13.9.0 It is suggested that the responsibility for planning and 
organisation of the in-service programme should be assigned to 
the Educational Complexes. They have the advantage of both being 
not too small and not too big. Being small enough, supervision 
and care of individual and small group needs is possible. Being 
large enough, in terms of number of teachers, it will be easier 
to get resource support from outside the Complex as well, such as 
from DIET, SCERT and a variety of other institutions , and in 
particular from the nearest Teacher Education College. It would 
seem essential, for the health and vigour of the TE College that 
such on-going and regular contacts are maintained with the 
teachers. While the teachers in the Complex will often prove to 
be very good resource persons, with a little orientation and 
support, the EC may require additional support and these can 
easily be organised. In-service programmes should basically be 
in small manageable numbers, and hence attempts at organisation 
of in-service at state level and worse, at national level, will 
not prove very effective.
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Recommendation
The proposed Educational Complex may be given the 
responsibility for co-ordinating and organising in-service 
teacher training programmes for the teachers in the area of 
its coverage. In particular, the Complex can provide an 
effective channel of communication between the schools and 
DIET.

Miscellaneous Issues
lj.10.1 The selection, placement and professional updating of 
Teacher Educators will also require urgent attention. The 
present practice of often making certain training institutions 
such as SIE, SISE, Field Offices etc. as dumping grounds for 
unwanted or troublesome persons is a great injustice to them as 
well as to the ones who come for training. The practice in 
several Universities of rotation of Head of the Department, may 
also be extended to the other categories of teaching staff in the 
Government. This will provide them a chance to unlearn and re
learn in a new situation.
13.10.2 With close to 4 million teachers, the problem of in
service assumes much greater urgency. The teacher is a 
professional like any other professional, such as doctor, 
engineer or lawyer. To qualify and to remain as a professional 
person, one must have updated knowledge and skills. Think of a 
doctor, prescribing drugs banned a decade ago or an engineer 
using methods that are found to be either very costly or unsafe. 
There is also a code of professional ethics that applies to every 
profession. To qualify as a professional, therefore, the teacher 
must have updated knowledge and skills along with a code of 
ethics. That is wy it is essential that every teacher, without 
exception go through an in-service education programme once every 
five or six years. If done as a ritual or to fulfil a 
prescription from above, or for filling State or national 
reports, it will serve little purpose. As with other 
professions, the requirement of updating must be linked to 
continuing as a professional. Hence the possibility of 
withdrawing the teaching license must also be there, if some 
refuse to go through a course of re-orientation or attend without 
learning anything.
13.10.3 In a recent national workshop, held by NIEPA, (December 
1989) a detailed articulation was made of administrative and 
financial powers that the Heads of Secondary Schools should have 
in order to function well and to improve the quality of 
education.  ̂Since the workshop was a Government initiative, the 
recommendations of the workshop way be made applicable in the 
Government controlled schools, at least as pilot project.
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Recommendati ons
The practice of using tcacher training institutions as a 
dumping ground for unwanted or troublesome persons should be 
stopped forthwith. Instead, competent persons may be 
brought into these institutions from schools and other 
Governemnt institutions on a rotational basis.
The continuation of a teacher may be linked with the 
completion by her/him of the requirement of updating her/his 
knowledge from time to time.
All the necessary administrative and financial powers be 
vested with the Head of the institution (i.e. 
Primary/Middle/High Schools), so that she/he may function 
with autonomy to fulfil the assigned role.

District Institutes of Education and Training (DIET)
13.11.1 The NPE deserves credit for launching a nation-wide 
programme of strengthening teacher training institutions at the 
district-level and giving them the role of identifying and 
responding to the teacher training requirements of the area of 
their coverage. During the past three years substantial funds 
have been provided for construction of buildings, purchase of 
books and creation of other facilities. The success of DIETs is 
critically linked with the following factors:

i) The quality of its staff and the principal, and
ii) Its autonomy from SCERTs and the State Governments for 

taking initiative in organising its own research and 
training programme.

Reportedly DIETs are often being still viewed in the old mould of 
Government-controlled teacher training institutions, rather than 
as autonomous agencies in a decentralised management system.
13.11.2 In view of the new thrust proposed by this Committee, 
DIETs would have to assume fresh roles to meet the challenges.

Recommendations

i) The State Governments must ensure full autonomy to 
DIETs for embarking upon its own programme of research 
and training so that these are able to play their 
expected role in bringing about quality improvement and 
reform.
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ii) In view of the new thrusts given by this Committee to 
education, DIETS would have to undertake fresh 
responsibilities and develop competence in the 
respective areas as enumerated below:-
a) Universalisation of Elementary Education (UEE);
b) Early Childhood Care and Education (ECCE);
c) Women's Education with emphasis on giving a gender 

perspective to the entire educational process;
d) Education for promoting equity and social justice 

among SCs/STs and other educationally backward 
sections of society, including minorities;

e) Vocationalisation of the entire educational 
process; and

f) Examination reforms, modularisation, multiple 
entry and exit points.

Status of implementation of the Centrally Sponsored Schemes
of Teacher Education

13.12.0 Twenty-three States have been given assistance by the 
Central Government under the Scheme of Teacher Education and 
altogether an amount of Rs.104.70 crores has been released to 
them during the three year period 1987-90.

This is certainly one of the schemes under which 
monitoring has been close. Nonetheless, progress cannot pe said 
to be of the desired level. Out of 101 DIETs sanctioned during 
the year 1987-88 and 114 sanctioned during 1988-89, only 70 and 
20 respectively have become operational/semi-operational. State 
Governments have not been forthcoming in giving specific 
information in respect of the progress made in the establishment 
of CTEs/IASEs - i.e. 15 of them sanctioned in 1987-88 and 17 in 
1988-89. While this is generally the picture at the overall 
level, the States of Andhra Pradesh, Tamil Nadu, Kerala, 
Rajasthan, Madhya Pradesh and Union Territory of Delhi, 
reportedly, have had reasonably good performance to exhibit.

West Bengal, Maharashtra, Gujarat and certain North 
Eastern States like Manipur and Tripura are reported to have 
exhibited virtually no performance after having received 
assistance from the Government of India.

No State has so far notified the revised recruitment 
rules for manning the posts in the teacher education 
institutions.
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The problems in achieving the desired level of progress 
in the implementation of this scheme would seem to have been 
hesitation on the part of the State Governments in committing 
themselves without being assured of continued assistance during 
the Eighth plan, non-creation of, or delays in, the creation of 
posts required, lack of reasonable implementation machinery in 
the States, the usual delays that go with the process of 
executing works (preparation of plans and estimates, invitations 
of tenders, awarding of works, obtaining sanctions of the 
competent technical/administrative authorities etc.)/ delays in 
reflection of the required funds in the State budgets etc.

Re commendations
i) Emergent steps should be taken for getting completed all the 

teacher education institutions for which financial 
assistance has been given by the Government of India.

ii) Further financial assistance to States which have not so far 
completed the earlier phases of project implementation 
should be avoided - i.e. until physical progress is 
demonstrated in regard to funds given but not yet used.

iii) As the faculty of the DIETs is the most crucial element in 
the teacher education programme, emergent attention may be 
given to the filling up of all the posts. Recruitment rules 
for manning these posts should also be got issued by the 
State Governments urgently.

Teachers & Students : General Issues
13.13.0 Teachers have to play a crucial role in the process of 
social transformation. They have to shoulder complex tasks as 
active participants in national development. It is in this 
context that the social status of teachers, the material 
conditions of their life, and the environment of their work have 
significance.

An indicator of the status that a professional enjoys 
is the influence that members of his profession are perceived to 
exert on the people and the society in general, A large 
proportion of teachers today do not feel that they exert any 
significant influence on the community and still less in the 
society generally. Indeed, marjy members of the teaching 
Profession feel that the image of their profession is either 
unfavorable or indifferent. Nevertheless, most of the teachers 
feel that they wield considerable influence over students and 
that they shape the values and characters of the students.

Economic benefits, job security and freedom of work are
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generally perceived as necessary conditions for improvement in 
the social status of teachers. However, increase in material 
benefits is not sufficient. Cultivation of professional 
competence, capacity to inspire and motivate students, devotion 
to duty, good scholarship and academic record, and quest for 
knowledge and excellence are all equally significant. Unless the
level of j?ro.f gs§ i ona 1 _ competence_does.__not_ rise__a 1 ongwi th
betterment of material conditions,_the status of teachers will
not improve. Pursuit of excellence and establishment of 
reputation as a teacher go a long way in giving high status to 
teachers even if material benefits are not at par with other 
professions.

Teachers7 We1fare
13.14.0 Conducive working conditions and environment are 
necessary for improving teacher effectiveness; however, provi sion
of various wel f a re facilities for them_a re i ust as necessary.
These should include :

- Office-room for individual teachers with adequate 
provisions for interaction with students, staff 
lounges, departmental libraries etc.

- Residential quarters at reasonable rent
- Facilities for community/corporate life including 

cultural and recreational facilities
- Medical facilities
- Travel facilities for visiting libraries and other 

advanced academic centres, industrial establishments, 
etc. including participation in conferences, seminars, 
etc.

Teachers7 Participation in Management
13.15.0 Teachers should be provided with opportunities to
participate in a wide range of activities that are crucial to the 
growth and development of the institutions they serve. 
Participation in such activities as preparation of the 
institutional plans, strategic planning, curriculum design and 
development, preparation of academic regulations, etc. should be 
activities in which teachers play significant role. The 
involvement of teachers in these functional areas should be 
fostered through conducive structures and work environment. Such 
involvement then will lead to a meaningful participation of 
teachers in decision making and implementation of the programmes. 
From this point of view, a more comprehensive role-assignment of 
teachers is necessary

In specific terms, papticipation of teachers should be 
encouraged in :
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- Planning and resource mobilisation, curriculum design 
and development, formulation of institutional 
strategies for development, etc. They should be 
represented on Committees, Boards, etc. involved in 
the consideration of these issues.

- Teachers representation on Executive Council, Senate 
(Court) and other principal decision-making bodies 
should be considered as essential to provide the 
necessary academic input in the deliberations of these 
bodies.

- Teachers should be represented on bodies which consider 
matters like teachers' welfare, their conditions of 
service, and their grievance redressal'mechanisms.

- It should be advisable if appointments at the level of 
Pro-Vice-Chancellors, functional Deans/Directors, 
Registrars, etc. are made from amongst teachers to 
ensure functional linkages between the academics and 
the administration.
Questions concerning teacher participation in 

management and their representation on decision-making bodies 
have generally centred around such issues as democratic 
representation like elections. Views have been expressed against 
elected representation as it has introduced on the campuses an 
element of political activism and often situations of conflict 
and confrontations. WHile elected representation might be 
welcomed where healthy competition can be ensured, other modes of 
representation, namely, seniority by rotation or nomination etc. 
might also be considered.
Teacher Mobility
13.16.0 Mobility of teachers should be encouraged both within 
the education system as well as between the education system and 
other related sectors. To ensure this mobility, the conditions 
of service of teachers should provide for protection of their 
past services and provision for transfer of the benefits of such 
services while moving from one institution to another and from 
the education sector to other sectors.
Students

13.17.0 Education, particularly higher education, seeks, to 
develop among students qualities of initiative, leadership and a 
spirit of service to the community. With the 18 year old 
becoming voters, they have become active participants in our 
political life. It is necessary that this participation is 
conditioned by maturity of outlook, capacity for good judgement, 
and the sensibility that discerns values. While students have the 
fight— of— dissent, they should exercise -the same in democ] atic 
wavs. ‘
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Higher education should provide opportunities to students to 
cultivate these concerns. Students should plav a 1ead 3 ng i ole in 
the organisation of corporate life, cultural activities., _g^nies 
and sports, academic societies. hostel committees. etc.

In order to_provide a direction_and_sense_of purpose to
student participation in_the_corporate life of institutions.
State 1evel Commi ttecs could be set up to consider the following 
issues:

- The approach to higher education in the 
universities and colleges

- The academic programmes of general significance
- The organisation and programming of teaching work 

and examinations
- Extra curricular and co-curricular activities in 

universities and colleges including organisation 
of inter-university competitions and tournaments, 
youth festivals, etc.

- Work experience programmes for students
- Organisation of social service of students
- Residence and discipline of students
The State level committees could be constituted with 

student representatives elected/nominated from
universities/colleges within each State.

At the university level. Students CounciIs should be 
set up with the Vice-Chancellor as its President. These Students 
Councils should be assigned the responsibilities for:

- Orientation of new students
- Organisation of students health services
- Organisation of residential facilities
- Vocational guidance, counselling and placement
- Students activities, financial assistance to 

students
- Co-curricular activities
- Student discipline

Supervision and coordination of the activities of 
different student associations and societies
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- To a l l o c a t e  funds for d i f f e r e n t  a c t i v i t i e s  of 
student associations

- To r e c o m m e n d  f i n a n c i a l  a l l o c a t i o n  for v a r i o u s  
activities.

There_could also_be_Studcnts' Advisory Committees at
the department of faculty levels, These committees could provide 
a forum where students could express their views on important 
academic question like the structure of the courses, the content 
of the syllabi, the pattern of instruction and examinations, 
^research, etc. besides issues relevant to better working of the 
universities. The suggestions made by the students at these 
forums should be given due consideration by the appropriate 
authorities/bodies.

J nstitutions o f_h i g her_education should organise
satisfactor y_student w e l fare sei rices. These services should
comprise those which directly relate to the classroom, the 
laboratory and library activities as well as those which 
supplement educational programmes though they are not an integral 
part of them. These latter categories of services would include 
health, social well-being, morale, residence, food, 
entertainment, medical care and extra curricular programmes.

It would be advisable to set up in the universities and
colleges Student Employment_Committ e e s . These committees should
have close liaison with employers and employment agencies. The 
major functions of these committees should be:

- To ascertain the requirement of trained personnel 
in various fields.

- To advise the respective Boards of Studies to 
courses (full-time, part-time, etc.) to meet those 
requirements.

- To assist students in obtaining full-time or part
time jobs while studying. For this purpose, these 
committees should work in coopration with
* State planning agencies, to plan new openings 

for students

* Local Government administration

* Government departments and employing agencies
* Industry and industrial organisations
* Social institutions and organisations

These committees should also effectively interact with 
the Board of Studies to bring to bear on their deliberations the 
changing employment profiles, emerging occupational needs,
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potential employment oppor tunit ies, etc.
Representatj on_of students_on these bodies should

preferab 1 y_be_by_q o i t i  i nat j on ___The y_s hpujd be nom i n a t e d_on_the
basis of merit and distinction obtained in the relevant areas of 
activities, etc. A method of indirect election for deciding the 
representation on State level committees or university level 
committees might be considered in which the representatives of 
students who constitute various activity groups or societies 
should participate in the elections rather than the general body 
of students.
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CHAPTER 14

DECENTRALISATION AND PARTICIPATIVE M7vN7\GEMENT

NPE/POA Stipulations
14.1.1 NPE, 1986, in Part X, which deals with the management 
of education has called for an overhaul of the system of planning 
and management of education one of the corner-stones is to be 
decentralisation and creation of spirit of autonomy for 
educational institutions and giving pre-eminence to people's 
involvement including association of non-Governmental agencies 
and voluntary efforts. (para 10.1). The measures envisaged are 
pivotal role for the Central Advisory Board of Education, 
creation of State Advisory Boards of Education, and establishment 
of District Boards of Education and local level agencies to deal 
with planning, coordination, monitoring and evaluation. The 
Policy also calls for formulation of the Indian Education 
Service.
14.1.2 The District Boards of Education are envisaged in the 
POA as statutory authorities with comprehensive responsibilities 
for planning and implementation of all educational programmes 
upto the higher secondary level.
14.1.3 At the local levels, according to the POA, heads of 
educational institutions, particularly at the primary and middle 
levels, are to be made accountable to the Village Education 
Committees consisting of representatives of Panchayats, 
Cooperatives, Scheduled Castes, Scheduled Tribes, Minorities, 
Women, local development functionaries and parents.
14.1.4 School complexes are visualised in the POA as a 
flexibly organised network of institutions "to provide synergic 
alliances to encourage professionalism amongst teachers" to serve 
as the "lowest viable unit of area planning". These complexes 
are to facilitate exchange of resources, personnel, material and 
teaching aids. In the long run, the school complexes are to take 
over inspection functions.

Committee's Perspective

14.2.0 In the view of the the Committee, decentralisation is 
not a mere question of creating structures at different tiers. 
It is a matter of devolving authority, functions and resources 
all the way down the structural hierarchy - from the Centre to 
the States, from the States to the* Districts, and so on down to 
the villages/habitations as brought out in the chapter on 
'Approach'. Decentralisation should also be reflected in all 
aspects of educational management - planning, resource 
allocation, implementation, coordination, monitoring and 
evaluation. Decentralisation is also to be all pervasive not
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confined to governmental, structures alone but to educational 
institutions as well - universities, colleges and schools down to 
the primary level. Within the educational system,
decentralisation should be perceived in terms of autonomy for the 
departments, faculties, heads of institutions and teachers in 
their respective areas of competence.

Post-policv Implementatj on
14.3.0 Pursuant to NPE/POA the CABE Committee on Management
Education has prepared proposals for constitution of State 
Advisory Boards of Education, District Education Boards and 
Village Education Committees. They have not as yet been 
discussed in the full body of the CABE.

Disaggregated Target Setting
14.4.1 The country being very large, marked by striking 
diversities in terms of language, culture and resource 
endowments, blanket policy options, strategies, investment 
patterns and targets do not help in tackling the problem of 
regional and sub-regional disparities. Any attempt to formulate 
a uniform policy for the educational development of the entire 
country on the basis of national averages for different 
parameters would be a method of perpetuating and even 
accentuating the existing disparities. The consequence of such 
an attempt would be that relatively more advanced regions would 
remain ahead of others.

14.4.2 The phenomenon of inter-State disparities is reflected 
in figures 1 and 2 .
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14.4.3 No doubt, efforts have been made in the past to deal 
with the problem of inter-State disparities by special planning 
and allocation of funds for educationally backward States/UTs. 
For example, at present Andhra Pradesh, Orissa, Bihar, Assam, 
Arunachal Pradesh, West Bengal, UP, Madhya Pradesh, Raja;.than and 
J&K have been identified as educationally backward States. This 
has been done based on the odvice of the Sixth Plan Working Group 
on Elementary Education. The reason for identifying these States 
as educationally backward was that they accounted for more than 
75% of those who were not enrolled for Elementary Education. 
This by itself is not an appropriate criterion for determining 
educational backwardness. Apart from this, consequent on State 
being the level at which backwardness has been determined, 
backward districts even as per this criterion in other States 
have been left out. Even in these States identified as 
educationally backward, there are districts which do not come 
under this definition. In other words, while the acceptance of 
the concept of educationally backward States/UTs, inter-State 
disparities have begun to inform educational planning and 
allocation of funds, the phenomenon of inter-district and inter- 
sub-district disparities is yet to gain due recognition in 
planning, though these are of specially greater significance than 
inter-State disparities in the area of education.
14.4.4 No doubt an area of concern in this context is the lack 
of easily available sub-district and area specific data on 
disparities. With the clear and right emphasis on decentralised 
planning in the Approach Document to the Eighth Five Year Plan, 
preparation for the same cannot be further postponed. It is the 
balanced development through disaggregated target setting that 
will constitute the appropriate developmental response to 
regional social movements such as those in Jharkhand, Uttarkhand, 
Bodoland etc.

Recommendationsi

(i) While broad goals like universalisation of elementary 
education and vocationalisation of school education and 
education for illiterate adults have to be spelt out in 
terms of being achieved by certain deadline years, 
numerical target setting should not be an exercise 
flowing top downwards. Target should be fixed in a 
disaggregated way at the base level, keeping in view 
the levels of educational development and disparities 
reflected therein, and thereafter collated to State 
levels.

(ii) Disaggregated target setting, besides being area 
specific should even be for different socio-economic 
segments and ethnic groups, particularly in the context 
°f fulfilling the constitutional mandate for ensuring 
equality and social justice.
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(iii) Educationally backward areas should be identified at 
the district and sub-district levels according to the 
criteria acceptable to all the States. The States on 
their part should prepare district, block and village 
level profiles to facilitate meaningful planning for 
educational development.

(iv) Educational content planning should be diversified 
providing full scope for alternative learning 
strategies, models of non-formalising the schools etc. 
This should be done within the overall framework of 
national core curriculum.

Educationa1 Complexes
14.5.1 The idea of School Complexes was mooted as an 
innovation in the school education system by Education Commission 
(1964-66) which observed that such an organisation wou]d have 
several advantages in helping to promote educational advances. 
Firstly, it would break the benumbing isolation under which each 
school functioned; it would enable a small group of schools 
working in a neighbourhood to make a cooperative effort to 
improve standards; and it would enable the State education 
departments to devolve authority to functional levels.
14.5.2 The State Governments of Rajasthan (1967), Haryana 
(1969-70), Punjab, UP, Tamil Nadu, AP (1970) and Bihar (1975) 
introduced the scheme in one form or the other. The Punjab 
Education Department formed school complexes by attaching one or 
two middle schools to High or Higher Secondary schools falling 
within a radius of eight kilometres. This was only to disburse 
salaries on time. Maharashtra Government started RAPPO Based 
Programme of school improvement (1977-78) . All the States have 
given up, except Maharashtra.
14.5.3 The POA speaks of school complexes as already brought 
out earlier. But it is apparently a limited concept of bringing 
schools together for sharing and exchanging of resources 
including personnel. While they have been envisaged as 
institutions with wide ranging functions relating to the running 
of schools, they are not apparently conceived within an 
autonomous framework. The inspection functions of the school 
complex, according to the POA, are also to be in addition to the 
normal inspection functions of the district/block level 
inspecting authorities.

14.5.4 In the opinion of the Committee, net working of the 
institutions should be much more broad based - not confined to 
schools alone, rather, they should be Educational Complexes, as 
distinct from school complexes. The Committee views the 
concept of Educational Complexes within the framework of 'local 
area planning' commended by the Approach Document for the Eighth 
Five Year Plan approved by the National Development Council.
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The long term objective is to liberate the schools from the line 
hierarchy and the policing by the bureaucratic inspectorate 
systems. This objective is assigned because, as of now, the 
teachers and heads of schools routinely blame the management 
structure for their inability to perform. Consequently 
accountability is shifted to those who are expected to manage 
and supervise education from a distance. The Committee is aware 
that there could be expression of considerable cynicism about the 
chances of the Educational Complexes working satisfactorily. But 
is is only fair that this innovation is given a reasonable chance 
for a trial. The justification is that, in any case, far too 
many educational institutions are stagnating at a low or higher 
level of attainment because of lack of opportunities for 
interaction and the consequent absence of synergic alliance. 
There are also cases of successful experiments of local area 
development through synergic alliances of parallel institutions 
and convergence of related services.

Reconunendati on:
On a pilot basis, at least one Educational Complex may 

be established in every district during the Eighth Five Year Plan 
so as to develop . functional model. At the pilot stage full 
administrative and financial support should be given to these 
Complexes. The features of these Complexes are described below:

- The Management model may be that of a local college, a 
high school or group of high schools and the associated 
middle and primary schools coming together in a 
cluster. The Complex may work in co-ordination with 
Panchayati Raj institutions as well as local 
development and social welfare agencies, voluntary or 
Government. The university serving the region may 
affiliate itself with this Complex. The university may 
help in the development of the Complex through its 
faculty, students and technical resources. There could 
be a memorandum of understanding between the Complex 
and the university on the one hand, and the Complex and

; the local body, on the other. The Complex will follow 
its own self-monitoring system. Parallel systems of 
monitoring through the university, District Board of 
Education, local body, resource agencies 
(SCERT/SIE/DIET) etc. could coexist. The Complex 
should be provided with adequate intellectual resources 
as well.

- In the long term, these.Educational Complexes may come 
under the umbrella of Panchayati Raj institutions/local 
bodies. The details of devolution of responsibilities 
at different tiers of education will no doubt depend 
upon the legal framework that may be designed by the 
State for the purpose.
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The management of education in the Complexes should be 
the job of professionals, i.e. the teaching community. 
Various aspects like curriculum, syllabi, content and 
process, evaluation, monitoring, teacher training and 
modes of delivery of education to different segment of 
the society will be the responsibility of the teaching 
community itself.
In discharging this responsibility, teachers will 
closely interact with the community they are serving. 
In this arrangement, the quality of education will not 
be determined by a body of inspectors or functionaries 
external to the educational system. Consequently, 
education being directly in the hands of those for whom 
it is a matter of day-to-day concern, its quality 
should significantly improve.
While the running of the Educational Complexes will be 
the joint concern of the community and the teachers who 
are internal to the system, their funding will 
necessarily come from the State Governments and other 
local bodies that may have jurisdiction. For the 
purpose of ensuring that the financial resources 
deployed by them really result in efficient delivery of 
education, the State Governments and the local bodies 
may interact with the Educational Complexes through 
District Boards of Education and Block-level and 
village-level Education Committees. These bodies will 
consist of educationists, teachers, social workers, 
representatives of voluntary organisations, trade 
unions and official development agencies as well as 
representatives of disadvantaged sections such as 
scheduled castes and tribes, other backward classes, 
women etc.

The Head of the educational institution, the Headmaster 
/Headmistress/Principal shall have meaningfully 
delegated authority with the teachers being centre- 
stage.

The community also will need to be made aware of simple 
parameters with reference to which they can make their 
own assessment of the learning outcome from the 
schools, in both the cognitive and the affective 
domains.

The Educational Complexes should be autonomous 
registered societies in structures and they should be 
vested with the following powers:

* To take decisions, in* Council, on all matters on 
which powers have been delegated which should 
include powers for recruitment of teaching and 
non-teaching staff, their transfers within a well 
defined transfer policy, discipline, control
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finance etc.
* To organise professional orientation and updating 

of all the teachers and administrators, so as to 
make them perforin better on the job and to 
increase their sense of professionalism.

* To develop suitable support materials and teaching 
aids.

* To engage in mutual and on-going administrative 
and academic supervision of schools, through a 
systematic and agreed programme of action, 
using the lesources of DIETs and SCERTs, where 
avai]able.

* To mobilise resources from within the community, 
to supplement and complement the Government 
grants.

* To prepare and implement the action plans for 
universalisation of education, for those who come 
within the area of the Complex.

* To plan action programmes for adult and continuing 
education, aiming at functional education for all 
and where possible also literacy; and accordingly, 
to organise programmes of skill, attitude and 
knowledge education for the various sections in 
the area of the Complex.

Indian Education Service
fL4.6.1 NPE, 1986 advocates establishment of the Indian 
Education Service as an All-India Service in the following 
words:

"A proper management structure in education will entail 
the establishment of the Indian Education Service as an 
All-India Service. It will bring a national 
perspective to this vital sector. The basic 
principles, functions and procedures of recruitment to 
this service will be decided in consultation with the 
State Governments".

14.6.2 This was further elaborated in the Programme of Action 
as follows:

"The establishment of an Indian Education Service will 
be an essential step towards promoting a national 
perspective on management of education. Basic 
principles, functions and procedures for recruitment to
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this service will call for detailed consultation with 
the States so that the States adequately appreciate the 
need and benefit of this structure, particularly in the 
context of attracting talented personnel and giving 
them a stature commensurate with their 
responsibilities. Detailed proposal inclusive of 
alternate career paths for the cadre, processes of 
selection and induction of existing manpower engaged in 
education, arrangements for mobility and secondment 
vis-a-vis the academic system will require to be worked 
out in consultation with the State Governments".

14.6.3 In order to examine the case for formation of the
Indian Education Service, the Committee went into its whole 
history which is as follows:

- This service was first constituted in British India in 
the year 1886. It ceased to exist from 1924 as a 
result of the fact that education had become a 
'transferred' subject. In independent India the 
proposal to constitute the service was first made in 
1961. This followed, so to say, the advice of the 
States Re-organisation Commission (1955) for 
constitution of more All-India Services. Over the 
years, subsequently, the need for creation of the IES 
has been urged repeatedly as per details furnished 
below:
By —

National Integration Conference, 1961 
National Education Commission, 1964-66 
Rajya Sabha, 1965
Chief Minister's Conference, 1965
Ninth Education Ministers' Conference, Madras, 1966. 
National Commission on Teachers I, 1984.

Estimates Committee of the Seventh Lok Sabha, 1983-84 
Sarkaria Commission, 1983-87 
NPE, 1986 (as already stated).

In fact, during November, "1965, the Cabinet approved a 
proposal to introduce a law in the Parliament for the 
creation, inter alia, of the IES by carrying out 
necessary amendments to the All-India Services Act, 
1955. This was in pursuance of action that had been 
taken by the then Ministry of Education by circulating
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to the States a draft outline of the proposed sorvice 
and obtaining responses there to from them. This bill 
to amend the All-India Services Act was also introduced 
in the Lok Sabha in November, 1965, but it lapsed. The 
question of re-introduction of the Amendment Bill was 
considered by the Cabinet in 3 9 08 which decided that no 
further action need be taken.
The rationale for the creation of the Indian Education 
Service had been spelt out on various occasions by the 
above bodies in terms of modernisation of 
administration, securing national integration, checking 
narrow parochialism and divisive tendencies within the 
national system of education, efficient implementation 
of all-India policies, securing uniformity in approach 
to education and educational standards all over the 
country, interchange of experience between the Centre 
and the States etc.
With reference to the proposal circulated by the 
Government of India, State Governments had responded 
differently. The response had ranged between acceptance 
of the concept of the Service and reservations in 
regard to it. Reservations were largely on matters 
relating to encadrement of administrative posts at 
district level, inclusion of teaching and research 
posts, percentage of promotion quota for the State 
Service Officers, ignorance of regional languages on 
the part of the functionaries, autonomy of States etc.
After the formulation of NPE, 1986, the CABE Sub
committee on Management of Education constituted a 
group consisting of Prof. Rais Ahmed, Prof. T.V. Rao, 
Shri V.P. Raghavachari and Prof. Satya Bhushan, 
Director, NIEPA to prepare broad recommendations on the 
constitution of the Service. Accordingly, it gave its 
recommendations in a self-contained paper and presented 
the same to the Government in January, 1989. This was 
to have been discussed in a full meeting of the CABE. 
However, this has not so far been discussed. (It was 
also considered by the Government that it would be 
appropriate to take further action on the matter after 
knowing the final shape of the Constitution Amendment 
Bill concerning Panchayat Raj System).

14.6.4 Having examined all aspects of the matter in its
historical and current perspective the Committee has come to the 
finding that creation of Indian Education Service need not be 
pursued for the following reasons: *

* The very history of the case clearly brings out 
that there have been strong reservations in 
various quarters on its formation. This is 
evidenced by the fact that even after introduction
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of a Bill in the Lok Sabha for the purpose, it was 
allowed to lapse.

* There have been negative responses from the 
States in the past not merely on grounds of 
administrative details regarding encadremont of 
functionaries at various levels, but on grounds 
of autonomy of States as well.

* Even the Education Commission 1964-66 recommended 
constitution of the service only in a modified 
forum, that is, by creation of a cadre of 
educational administrators, teaching and research 
functionaries in universities and colicjes being 
excluded. (For these functionaries the Commission 
recommended reasonable parity in scales of pay 
with those meant for educational administrators 
under the proposed Service). In any case, 
functionaries of the Indian Administrative 
Service, as of now, are being deployed from time 
to time as educational administrators at the State 
and Central level.

* The basic approach of the Committee being one of 
strongly advocating decentralised mechanisms; it 
is unable to support the concept of an All-India 
Service for Education.

14.6.5 However, there should be arrangements for involvement
of academics at all stages of educational administration. In the 
Government of India, this facility exists because of operation of 
an Educational Advisory Service. As of now, 37 posts in the 
Department of Education have been brought under the Educational 
Advisory Service in levels ranging from that of Under Secretary 
to Additional Secretary to the Government of India. This 
constitutes about 36 per cent of the total strength of the staff 
o£j the Department of Education at these levels. (It may be 
mentioned in this context that some of the reputed Secretaries to 
the Government of India in the Education Department were 
themselves academics). By operation of separate recruitment 
rules governing this Service, manpower is drafted on deputation 
and short term contracts from a fairly diversified recruiting 
ground including universities, colleges and educational resource 
institutions. The Advisory Service posts are operated largely 
in certain special areas like technical education, languages etc. 
This system has helped in taking sound administrative decisions 
on academic matters of a specialised nature. Operation of 
Educational Advisory Service of thisr nature at the state levels 
would also go a long way in toning up educational administration. 
Members of this Service may also be seconded on deputation to 
positions in the University systems.
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Recommendation
Instead of creating the Indian Education Service Cadres 

of Educational Advisory Service should be created in the States 
on the model of the Government of India. (In the Government of 
India, larger number of posts should be operated under the 
Advisory Service.)

Involvement of Voluntary Organj sat ions
14.7.1 As per NPE non-government and voluntary effort 
including that of social activist groups is to be encouraged and 
financial assistance provided to them. The POA says that 
voluntary agencies and social activist groups will be involved in 
a much larger scale for the successful completion of programmes 
likes elementary education -including non-formal education, ECCE, 
adult education, education for the disabled etc. While the 
Committee also does look upon voluntary organisations and 
activist groups as expressions of people's own initiatives and 
instrument of social change, it does not look upon them as mere 
implementing agencies of government for undertaking officially 
sponsored individual schemes and programmes.
14.7.2 The Department of Education has been operating 
fifteen schemes involving voluntary agencies in the areas of 
adult education, school education, non-formal education, higher 
education value education, book promotion, language development 
and international co-operation. During the year 1987-88, an 
amount of Rs. 12.78 crores was released to 1646 voluntary 
agencies, implementing programmes in the above mentioned areas. 
Bulk of these agencies are operating in the areas of adult 
education (670) and language development (909). In terms of 
financial assistance released, the highest share goes to 
voluntary agencies in the area of adult education. Out of a 
total grant of Rs.12.78 crores released during 1987-88, an amount 
of Rs. 9.44 crores was released to voluntary agencies in the 
adult education sector.
14.7.3 While liberal flow of funds of the above nature for 
securing people's participation through voluntary agencies is 
unobjectionable care should be taken to see that the same does 
pot dilute the voluntary spirit of these institutions or distract 
them from their originally chartered courses of action.

Recommendation

 ̂ In the matter of securing participation of voluntary
agencies, the_ prgferred path should be for the Government to 
respond to the initiatives of voluntary organisations with 
reference to their own programmes, rather than voluntary agencies
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being mobil it od . to re;.pond to pattorni sod Govci nment progranunes. 
At the came time, it is equally important that voluntary groups 
realise the adverse impact that receiving large scale funds from 
< overnment and foreign sources is likely to have on their own 
voluntary character. Transparency in the working of voluntary 
agencies should be ensured in order to make them accountable to 
the community. For this purpose, a system of social audit 
should be established. Decentralised mechanisms for monitoring 
the w o r k  of v o l u n t a r y  a g e n c i e s  at the local levels sh o u l d  
be evolved.

C o -ordination and convergence services

14.8.1 In the c o n t e x t  of d e c e n t r a l i s e d  m a n a g e m e n t ,
coordination between the Department and agencies connected with 
education and convergence of services rendered by them are very 
vital in bringing about orderly development of education. It is 
in the c o n t e x t  of t h e s e  e l e m e n t s  of d e c e n t r a l i s a t i o n  n a m e l y  
coordination and convergence of services that the conce Pt of 
human resource development as. envisaged in the NPE has been 
examined by the Committee.

14.8.2 Even before the formulation of NPE, 1986 the Ministry 
of Human Resource Development had been formed (September, 1985) 
under the charge of a senior Cabinet Minister. Portfolios having 
i m m e d i a t e  r e l e v a n c e  to hu m a n  r e s o u r c e  d e v e l o p m e n t ,  namely, 
Education, Youth Affairs & Sports and Women & Child Development 
headed by separate Secretaries to the Government of India were 
assigned to him. Yet another Secretary (Planning & Coordination) 
under the Minister of K.R.D. who was referred to as Secretary, 
H.R.D. by informal rules of practice.

14.8.3 The objective of the creation of a Ministry of H.R.D. 
would seem to have been the development of human resources as 
central to the efforts at accelerating economic development. A 
coherent approach towards creating institutions and policies to 
enable utilisation of human resources in the best way through 
effective coordination amongst various official and unofficial 
agencies was envisaged. Upgrading skills and productivity of the 
people to alleviate basic poverty in the economy, creation of a 
balance between the structure of skills available in the economy 
and its d y n a m i c  r e q u i r e m e n t s ,  a v o i d a n c e  of w a s t e  of s c a r c e  
resources by development of skills for the utilisation of which 
opportunities were available only abroad and the implications 
that all those specific steps had for the education system, would 
seem to have been overall rationale for the creation of the 
Ministry of H.R.D.

14.8.4 Prior to the Policy, a Cabinet Committee on Human 
R e s o u r c e  D e v e l o p m e n t  had also b e e n  c o n s t i t u t e d  u n d e r  the 
Chairmanship of the Prime Minister (1985-86). The Members of this
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Committee wore Ministers of Human Ret.our.ee Development, 
Agriculture, Labour, Health & Family Welfare and Welfare, and 
Deputy Chairman, Planning Commission. The terms of reference of 
the Committee were:

i) To consider all aspects of policies and programmes
impinging directly on the development of human resource 
and its potential, and to review their implementation.

ii) To evolve broad guidelines for incorporation of a 
definite human resource development approach in various 
sectoral plans.

iii) To consider specific programmes of Ministries/ 
Departments relating to human resource development and 
to suggest steps to obtain optimum results.

iv) To assess th response of States to these policies and 
programmes and suggest appropriate measures for better 
development and utilisation of human resource.

v) To consider the problems in mobilising non-governmental 
organisations in programmes relating to human resource 
development.

vi) To consider special programmes for socially and 
economically disadvantaged and physically handicapped 
sections of the society.

14.8.5 The above mentioned terms of reference given to the 
Cabinet Committee on H.R.D. would also bring out that the 
intention of the Government was clearly to bring about 
coordination between the various Departments/Ministries engaged 
in some aspect or the other of human resource development coming 
within the areas of their competence.

14.8.6 The Cabinet Committee on H.R.D. did not meet at all. 
Coordination between the various Departments in the Ministry so 
as to bring about human resource development through convergence 
of services rendered by them is also not seen to have taken place 
effectively. This is reflected by the simple fact that the 
parameters of NPE, 1986 relating to Early Childhood Care and 
Education (ECCE), Youth Affairs & Sports and Culture remain 
unfulfilled. Earlier on, the Department of Education used to 
operate a scheme for providing assistance to ECE Centres. With 
reference to the NPE 1986 stipulation that ECCE could be suitably 
integrated with the Integrated Chil<J Development Services (ICDS) 
Programme this scheme was transferred to the Department of Women
& Child Development. That Department concentrating as it does on 
expansion of ICDS as such to cover larger areas (as distinct 
from larger allocations for and emphasis on, any specific 
component of activities, has not been able to enrich pre-school 
education by itself significantly though there has been some
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expansion of the ECE scheme.
14.8.7 The fact that coordination as between the Department
of Education on the one hand and Departments of Culture, Youth 
Affairs & Sports on the other has not been brought about 
pursuant to paras 8.1 to 8.3 and 8.22 of NPE lias already been 
brought out in the.chapter on 'Content and Process of Education'.

Recommendation
The Ministry of H.R.D. should undertake a serious 

review of the situation regarding inter-departmental coordination 
to bring about convergence of services coming within the purview 
of the individual departments under the Ministry. The Ministry 
should also lay down specific modalities of bringing about this 
co-ordination and convergence of services. An appropriate 
institutionalised mechanism should be created for the purpose by 
the Ministry. Interdepartmental coordination should percolate 
down to the grass root levels for the purpose of bringing about 
convergence of services, particularly, for facilitating girls' 
universalisation of elementary education through support services 
such as provision of access for them to water, fodder and fuel.

Central Institutions: Functioning style
14.9.0 Educational management within the Government is to be
viewed afresh in the new decentralised perspective proposed 
above. All major resource institutions and standard setting 
agencies at the Central, State or District level may redefine 
tljieir resp ective roles so as to strengthen institutional 
capabilities at the local levels all along the line, rather than 
building themselves up into remote control agencies.

Recommendation

Institutions like the NCERT and UGC should bring about 
a sea change in their style of functioning, confining themselves 
to the role of co-ordination and providing resource support. 
They should allow institutions in the State and sub-State levels 
to take initiatives and bring about educational reforms in the 
areas of their competence in a way relevant to the local 
circumstances. (It is keeping this in view that recommendations 
have been given in the relevant chapters for local area planning 
on matters such as formulation of curriculum packages, 
preparation of designs and courses for vocational education, 
designing of university level courses etc.)
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Centrally Sponsored Schomos
14.10.1 The NPE, having invited attention to the Constitution 
Amendment, 1976, including Education in Concurrent List, has 
spelt out its implications as .* ubstant i ve, financial and 
administrative. It has also called for a new sharing of 
responsibility between the Union Government find the States 
(para 3.13). Having mentioned that the resources, to the extent 
possible, would be raised by mobilising donations calling upon 
the beneficiary communities to maintain school buildings and 
supply consumable and effecting savings by efficient use of 
facilities, the Policy has emphasised (para 11.2) that the 
Government and the Community in general would find funds for the 
crucial programmes.

14.10.2 Pursuant to the Policy and POA, several important 
Centrally Sponsored Schemes were taken up, particulars of which 
are presented in the following Table:
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Tftble 1
Name of the Schcme Outlay approved 

for the Seventh 
Plan (for three 
years 1987-88 
to 1989-90)

Assistance made 
available to the 
States during 
the Seventh Plan 
(for three years 
1987-8 8 to 
1989-90)

Operation Blackboard
Restructuring and reorganisa
tion of teacher education
Establishment of DIETS
Strengthening of Secondary 
Teacher Training Institutes
Strengthening of SCERTs
Non-formal Education
Environment education
Science Education
Vocationalisation
Education technology
National Literacy Mission

Total...

(Rupees in crores)
742.25
38.40

288.59 
132.19

2 . 00 
230.45 
37 . 50 

161.18 
409.84 
115.90 
340.00 

2,498.28

373 . 32

104.73

92.46 
2.71 

78. 61 
125.65 
28.95 
159.24 
966.67

14.10.3 When the question of justifiability of continuance of 
Centrally Sponsored Schemes came up for detailed consideration in 
the Committee, particularly in the context of its general 
approach to bring about decentralised planning modalities, on 
behalf of the Government the following points were very strongly 
urged for their continuance:

- The avowed objectives of bringing education under 
Concurrent List by virtue of Constitutional Amendment 
of 1976 include removal^ of educational disparities, 
universalisation of elementary education etc*
A group of officials (Baijal Committee) constituted by 
a Committee of the NDC has justified the continuance of 
Centrally Sponsored Schemes, particularly the on-going 
ones, in the area of education.
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- In any case, the situation is not one of any over
centralisation. The on-going Centrally Sponsored 
Schemes account for an annual outlay of over Rs.300 
crores. This is only 2% of the overall national outlay 
of Rs .14,000 crores per annum l1! an and Non-plan for 
Kducation.

- Centrally Sponsored Schemes are confined to the crucial 
areas of elementary and school education. There are no 
Centra lly Sponsored Schemes for Higher and Technical 
Education sectors.

- Earlier experience with the States in leaving education 
programmes to be funded by them without support from 
Centrally Sponsored Schemes showed that in crucial 
areas like vocationalisation of school education, no 
progress had been made. Education always tended to get 
relegated to background in the process of Plan 
formulation and budgeting by the States with the result 
that adequate resources were not being given for 
crucial areas. States most often ended up by providing 
for minimal expansions, virtually no maintenance of 
school infrastructure and mere payment of salaries to 
teachers and non-teaching staff.

- The Sarkaria Commission has specifically supported the 
continuance of the Centrally Sponsored Schemes.

14.10.4 While centrally sponsored schemes may or may not be 
justifiable from the point of view of achieving the objectives of 
universalisation of elementary education, removal of educational 
disparities etc., in the overall framework of the Committee's 
Recommendation for decentralisation and on account of the 
emphasis laid on 'local area planning' by the Eighth Five Year 
Plan Approach Document approved by the National Development 
Council, the Committee is unable to categorically support their 
continuance. However, the Committee is also conscious of the 
fact that sudden disruption of the initiatives already taken in 
crucial areas should be avoided. As a rule of practice, the 
Centrally Sponsored Schemes run for a full five year plan period. 
The on-going Centrally Sponsored Schemes started in pursuance of 
NPE, 1986 have been effectively under implementation only for a 
period of two years. In his address in the National Development 
Council meeting in June, 1989 the Union Finance Minister 
suggested classification of the Centrally Sponsored Scheme into 
the following three categories for the purpose of deciding on 
their future implementation:

a) Those which are to be continued;
b) those which should be transferred to the State 

Governments without any conditions; and
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c) those which r.hould be transferred to the State 
Governments with funds being provided on an earmarked 
basis - that is, without flexibility to the State 
Governments for diverting the funds for expenditure on 
other schemes.

Recommendations:
The on-going Centrally Sponsored Schemes started in 

pursuance of NPE, 1986 have been under implementation only for 
two years. They may continue till end of 1992-93. The status of 
implementation of these schemes may be reviewed well before the 
end of that year. In any case, no new Centreally Sponsored 
Schemes may be initiated unless they be for the purpose of 
securing decentralisation of education management at a grass-root 
level.

People's movement
14.10.5 The Committee has viewed education as a process that 
can make progress only if the people are empowered. The 
teachers, students, the academics and the community will have 
constant interfac at every level and process of education. TRhis 
is tru of non-formalising the formal educational system, 
vocationalisation of school education, transformation of the 
university system into an instrument of social and economic 
change, pressing the technical education system into service for 
the community imparting adult education etc..
Making the system work

14.10.6 Any reform to be successful should have a system which 
is responsive and self propelling. This is especially true of 
reform of the educational system in our country of diverse 
communities, languages and cultural traditions. It is keeping 
this in view that the Committee has designed its suggestions for 
revision of the Education Policy, particular mention should be 
made of the folowing features of the proposed modifications to 
the Policy:

Decentralisation of planning and implementation and 
monitoring.

- Empowerment of the community, particularly women.
A fair and equitable deal for scheduled castes/scheduled 
tribes, women, the handicapped and minorities.

Participation, by wide ranging groups of people in the 
process of education.
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Functional autonomy for academic institutions and their 
^taff .

The above features built into the system will invest it with 
the resilience required to respond to fast changing developments. 
T!:ey will also operate as self triggering mechanisms which would 
make the system dynamic and work.
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CHAPTER 15
RESOURCES FOR EDUCATION

Background

15.1.0 Education has tended to be given comparatively lower
priority in the matter of sectoral allocation of resources. 
Allocation for education cannot be wholly treated either as 
investment outlay or as consumption outlay. Gestation period for 
investment in education to yield results is also too long. 
Difficulties are encountered in accurately estimating or 
quantifying the returns on investment in education. Reason is 
that the functional relationship between inputs and outputs in 
education is indeterminate. The net result is that, in India 
also as in other developing economies, education is treated as a 
social service sector and often gets for itself only the residual 
resources after allocations to the so-called productive sectors.

15.2.0 Though education has been in the Concurrent List in the 
Constitution since 1976, it remains primarily a State activity. 
Bulk of the investments is made by the State Governments. Free 
and compulsory education is expected to be provided by the States 
for all children upto 14 years of age. In most States education 
is free in the entire school stage. Upto class XII education is 
free for girls in all the States. The fee structure for higher 
education in the colleges and universities has virtually remained 
unchanged for many years. The pattern of educational development 
has, consequently, come to be dependent on the availability of 
public resources for education. On account of increasing 
resource crunch, however, share of Education in plan allocations 
has been declining over the years. Allocations have come to be 
sub-optimal. Table 3 below may be seen for share of Education in 
Five Year Plan outlays/expenditures.
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15.3.1 Education is now funded by various sources - Central
and State Governments, local bodies and private contributions. 
Data on source-wise contribution of finance to Education in Ind’a 
(as far as they are available) are furnished in Table 1 below :

Table 1
Source-wise Contribution of Finances to Education in India

(percent)

Present Picture Regarding Funding of Education in_Jndia

1950-51 1960-n 1970-71 19C0-81
Government Sector 
Central and State 
Governments

57.10 68 . 00 75.60 80. 00

Local Governments 
(Zilla Parishads, 
Municipalities, 
Panchayats) 10.90 6.50 5.70 5. 00
Private Sector
Fees 20.40 11.20 12 . 80 12 . 00
Endowments—ntc. 1 1. 60 8 .30 5.90 3 . 00
Total 100.00 

(114.00)
100.00
(344.40)

100.00 
(1118.30)

100.00 
(4687.50)

Note : Figures in brackets - in crores of rupees.
Source : Education in India: and Planning Commission for the 

year, 1980-81, quoted in NIEPA Journal July, 
October, 1987.

15.3.2 It may be seen from the above Table that the Central
and State Governments account for the bulk of the funding of 
Education in India. The share of the private sector is quite 
small and that of local bodies almost negligible.
15.4.1 Presented in the following Table is the picture
regarding Central and State share in Plan expenditure :
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Table 2
Contribution of Centre and the States to Plan 

Expenditure on Education in_India
(percentage)

Five Year Plan Central 
Govt.

State 
Govt.

Total

First 25 75 100 (153)
Second 25 75 100 (273)
Third 26 74 100 (589)
Fourth 33 67 100 (823)
Fifth 30 70 100 (930)
Sixth 30 70 100 (2945)
Seventh 37 63 100 (6383)

Note : Figuress in () are in crores of rupees
Source : Five Year Plans
15.4.2 The above Table would show that during the Fifth and
Sixth Plans, Central share came down from the level of the Fourth 
Plan. Of course, during the Seventh Plan, the share has 
increased.
15.5.0 More often, Plan expenditure is lesser than the
original outlays as may be seen from the following Table.
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Table _3
D i f f c r m c ^a* belvcen Plan outlays and expenditure in Education

(Rupees in crores)
Five Year Outlay Expenditure Column Column (4)
PI an (2)-(3) as % of (2)

1 2 3 4 ' 5
First 170 153 -17 -10.00

(17.2) (7.9)
Second 177 273 + 96 +54.23

(6 .2) (5.8)

Third 560 589 + 29 + 5.20
(7.5) (6.9)

Fourth 822 786 -36 -4 . 40
(5.2) (5.0)

Fifth 1284 930 -354 -27.60
(3.3) (3.2)

Sixth 2524 2835 +311 +12.30
(2 .6) (2 .6)

Seventh 3230 2998 -232 -7.20
(3.9) (3.6)

Note : () % to total plan outlay/expenditure
* : Difference occur on account of more or less

resources made ava ilable through the annual plans
during the Plan periods and also on account of 
actual performance.

Source : A Handbook of Education and Allied Statistics;
Economic Survey 1984-85 and Department of Education, 
Ministry of HRD.
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15.6.1 The following Table brings out the position regarding 
Centre-State paitnership in financing non-plan cxpenditre on 
Education :

Table A
Centre-Btate Partnerahip in Flnanc i n g 

Non-Plan Expenditure on Education
(percent)

Five Year Flan Central Govt. State Govt. Total
Second 14 86 100 (577)
Third 16 84 100 (1056)
Fourth 4 96 100 (4820)
Fifth 6 94 100 (8009)
Sixth 6 94 100 (23434)
Seventh 6 94 100 (44913)

Note : Figures in () are in crores of rupees.
Source : Department of Education, Ministry of Human Resource 

Development.

15.6.2 The above Table would show that the share of the
Central Government in non-plan expenditure has come down to 6% 
during the Sixth Five Year Plan, State Governments' share having 
gone rpto 94%.
15.7.0 While the share of Education in the revenue budget is 
reasonably high, on the Capital side its share is almost 
negligible. The share of Education in Central budget as a 
percentage of Revenue and Capital expenditure is only 1.7%. In 
the budgets of States and UTs, the share is 18.9%. In this 
context, the following Table may be seen :
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Budget Expenditure (actuc 1) on Education by Education 
and other Departments, 1985-86

Table 5

Expenditure 
(Rs. in crores)

Total expenditure 
on all sectors 
(Rs. in crores)

% of 
total 
Budget

Centre -
Revenue 528.50 33384.00 1 . 6
Capital - 8899.60 -

Loans and advances 2.93 13807.15 -

Total 531.43 56090.75 0.9
State & Union Territories
Revenue 6928.47 33707.41 20.6
Capital 114.24 5064.30 2 . 3
Loans and advances 11. 33 3711.29 0.3
Total 7054.54 42483.00 16. 6
Total
Revenue 7456.97 67091.41 11.1
Capital 114.24 13963.90 0.8
Loans and advances 14.76 17518.44 0.1
Total 7585.97 98573.75 7.7
Source : Analysis of budgeted expenditure on education,

1985-86 (Department of Education, Ministry of 
Human Resource Development)

15.8.1 The total Central and State Plan expenditure has also
been falling. It was only 3.55% for the seventh plan. The Table 
below may be seen for data on intra-sectoral resource allocation 
for Education during the various plans :
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Table 6

Intra Sectoral Resource allocation fop Education in the 
Five Year Plans (Centre and States)

(Figures in Crores of rupees) - (Figures in brackets are in %)

E X P E N D I T U R E  : Outlay

1st 2nd 
Plan Plan

3rd Plan 4th 
Plan Holiday Plan

5th
Plan

i 6 th 
: Plan

7th
Plan +

Elementary* 85 95 201 75 239 317 906 1830
(56) (35) (34) (24) (30) (35) (36) (29)

Secondary** 20 51 103 53 140 156 398 1000
(13) (19) (18) (16) (18) (17) (16) (16)

University 14 48 87 77 195 205 486 750
(9) (18) (15) (24) (25) (22) (19 J (12)

Other General 14 30 73 37 106 127 457 2121
(9) (10) (12) (11) (14) (14) (18) (33)

Total General 133 224 464 241 680 805 2247 5710
(87) (82) (79) (75) (87) (*8) . (890 (89)

Technical 20 49 125 81 106 107 278 682
(13) (18) (21) (25) (13) (12) (11) (11)

Grand Total 153 273 589 322 786 912 2524 6383
(100) (100) (100) (100) (100) (100) (100) (100)

% to total
plan outlay 7.86 5.83 6.87 4.86 5.04 3.27 2.59 3.55

Note : * includes pre-school education

** includes teacher education, social education (youth services) 

+ Draft

Source : A Handbook of Education and Allied statistics and Seventh 
Five Year Plan

The picture reflected by the above Table is :



15.8.2 The share of Elementary Education has come down from
the level of 56% in First Plan to 29% in the Seventh Plan. The 
share of Secondary Education has remained somewhat stable with 
marginal differences - between 13% :;nd 18*. Higher (College ana 
University Educaion) has expanded over the years - from 9% during 
the Firsu Plan to 22% in the Fifth Plan. (Of course, share of 
Higher Education as a percentage of outlay during the Sixth and 
Seventh Plans has come down to the levels of 19% and 12% 
respectively).

15.9.1 The status of household expenditure on Education in
India is reflected in the following Table.

Table 7
Housohold Expenditure on Education in India

Expenditure Per Capita Total as £age
(in Rs. Crores) Expenditure in Rs. of GNP
At current At 1970-71 At current At 1970-71
prices prices prices prices

1970 -71 896 896 16. 6 16.6 2. 05
1976 1253 844 20.6 13 . 9 1.9
1981 1928 817 28.4 12 . 0 2 . 1
1982-83 2568 896 36.2 12 . 6 2 . 1
Rate of 
Growth %

9.2 0 6.7 (“)2.4

Source : National Accounts Statistics (Central Statistical
Organisation)

15.9.2 The above Table shows that at constant prices, growth
of household expenditure between 1970-71 and 1982-83 has been 
nil. Per capita household expenditure has, in fact, had a 
negative rate of growth.

Resources for Education as Envisaged in the National Policy on 
Education. 1986

15.10.1 The National Policy on Education, 1986 spells out the
approach to mobilisation of resouces for Education as follows :

"The Education Committee of 1964-66, the National 
Education Policy of 1968 and practically all others
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ccnccrned with education have stressed that the 
egalitarian goals and the practical, development 
oriented objectives of Indian society can be realised 
only by making investments in education of an order 
commensurate with the nature and dimensions of the 
task.
"Resources, to the extent possible, will be raised by 
mobilising donations, asking the beneficiary 
communities to maintain school buildings and supplies 
of some consumables, raising fees at the higher levels 
of education and effecting some savings by the 
efficient use of facilities. Institutions involved with 
research and the development of technical and 
scientific manpower should also mobilize some funds by 
levying a cess or charge on the user agencies, 
including Goverraent departments, and entrepreneurs. All 
those measures will be taken not only to reduce the 
burden on State resources but also for creating a 
greater sense of responsibility within the educational 
system. However, such measures will contribute only 
marginally to the total funding. The Government and the 
community in general will find funds for such 
programmes as the universalisation of elementary 
education; liguidating illiteracy, equality of access 
to educational opportunities to all sections throughout 
the country; enhancing the social relevance, quality 
and functional effectiveness of educational programmes; 
generating knowledge and developing technologies in 
scientific 'fields crucial to self-sustaining 'economic 
development; and creating a critical consciousness of 
the values and imperatives of national survival.
"The deliterious consequences of non-investment or 
inadequate investment in education are indeed very 
serious. Similarly, the cost of neglecting vocational 
and technical education and of research is also 
unacceptable. Sub-optimal performance in these fields 
could cause irreparable damage to the Indian economy. 
The network of institutions set up from time to time 
since Independence to facilitate the application or 
science and technology would need to be substantially 
and expeditiosly updated, since they are fast becoming 
obsolete.

"In view of these imperatives, education will be 
treated as a crucial area of investment for national 
development and survival. The National Policy on 
Education, 1968 had laid down that the investment on 
education be gradually increased to reach a level of 
expenditure of 6 per cent of the national income as 
early as possible. Since the actual level of investment 
has remained far short of that target, it is important 
that greater determination be shown now to find the 
funds for the programmes laid down in this Policy.
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While the actual requirements will be computed from 
time to time on the basis of monitoring and review, the 
outlay on education will be stepped up to the extent 
essential for policy implementation in the Seventh 
Plan. It will be ensured that from the Eighth Five 
Year Plan onwards, it will uniformly excced 6 per cent 
of the National Income."

National Policy on Eflucation, l986 anu Centre-State Partnership 
in Education
15.10.2 In the following words, the National Policy on 
Education, 1986, calls for a "Meaningful" partnership between the 
Centre and the States in regard to Education.

"The constitutional Amendment of 1976, which included 
Education in the Concurrent List, was a far-reaching 
step whose implications - substantive, financial and 
administrative - require a new sharing of 
responsibi.l ity between the Union Government and the 
States in respect of this vital area of national life. 
While the rol-e and responsibility of the States in 
regard to education will remain essentially unchanged, 
the Union Government would accept a larger 
responsibility to reinforce the national- and 
integrative character of education, to maintain quality 
and standards (including those of the teaching 
profession at all levels), to study and monitor the 
educational requirements of the country as a whole in 
regard to manpower for development, to cater to the 
needs of research and advanced study, to look after the 
international aspects of education, culture and Human 
Resource Development and, in general, to promote 
excellence at all levels of the educational pyramid 
throughout the country. Concurrency signifies a 
partnership which is at once meaningful and 
challenging; the National Policy will be oriented 
towards giving effect to it in letter and spirit."

Funding for Education According to Env isaged Perspective & 
Strategies
15.11.1 The perspective for Education, as for other Sectors, 
has been presented upto the year 2000 A.D. by the Seventh Plan 
document under the chapter on "Development Perspective: Towards 
the year 2000" as follows:

- "By the year 2000, illiteracy would be eliminated and 
universal elementary education would have been provided 
for all children upto the age of 14. It is expected 
that drop-outs in the age group 6-14 would be reduced 
to negligible levels. Extensive provision would be made 
for conti nuing and recurrent education and use of
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modern communication technology. There will be 
substantial vocationalisation of secondary education by 
the turn of the century. Non-formal education using a 
variety of means and methods, including video 
technology and computers, would play a significant 
role."

15.11.2 The Seventh Plan document lays down the strategy and
pattern of growth of Education as follows:

- "Enrolment in elementary education (Class I-VIII) is
expected to increase by 25 million and cover 92 per 
cent of the population in the age-group 6-14 years by 
1989-90. In addition, non-formal systems will be used 
to bring closer the objective of universalisation of 
elementary education. Secondary school enrolment is 
expected to go up by 5 million partly through better 
utilisation of existing schools, and with a special 
emphasis on vocationalisation. Special efforts will be 
made to improve the quality of education. As part of 
this drive, model schools will be set up in each 
district to impart quality education to promising 
children, particularly those coming from rural areas. 
Adult literacy programmes will be pursued with the 
objective of covering all illitertes in the age-group 
15-35 by 1990. In higher education and technical 
education, the emphasis will be on consolidation and 
improvements in quality.”

Recommendations of The Eighth Finance Commission
15.12.1 Though Education is conventionally treated as a 
developmental sector, the Eighth Finance Commission considered it 
as a non-developmental sector which deserved to be upgraded. For 
the purpose of upgradation, physical norms were followed by that 
Commission.
15.12.2 The State Governments gave requests to the Eighth 
Finance Commission aggregating to nearly Rs.4000 crores - for 
appointment of additional teachers, provision of furniture and 
equipment, construction of buildings, provision of mid-day meals 
etc. The then Ministry of Education also emphasized the need for 
clearing the backlog of pucca buildings for primary and middle 
schools, conversion of single teacher schools into two-teacher 
schools, provision of adequate inspecting staff and 
administration facilities. The Ministry also assessed the 
financial requirements for this purpose as over Rs.3000 crores. 
The Eighth Finance Commission disposed of the matter as follows:

"It seems to us that lack of pucca buildings for the 
primary schools and the existence of single-teacher 
primary schools constitute two basic weaknesses in the 
education system. Presently, 1,85,666 primary schools 
accounting for 40.88 per cent of total number of
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primary schools in all the 22 States are functioning in 
thatched huts, tents, etc. We have decided that the 
States in which the percentage of primary schools 
without pucca buildings exceeds 40 per cent, should be 
helped with upgradation outlays to bring down the 
percentage of such primary schools to the all-India 
average, i.e. 40 per cent. We have assumed a unit cost 
of Rs. 40,000 for a school building of two class-rooms. 
We have added 30 per cent to the unit cost for the hill 
States. We have thus allocated Rs. 164.39 crores for 
the construction of 38,946 additional school buildings 
in 11 States to bring them to- the all-India average of 
60 per cent building satisfaction in respect of primary 
schools.
‘‘Another facet of the education sector, which caused us 
concern, was the preponderance of single-teacher 
primary schools in some States. Out of the 4,54,213 
primary schools in the 22 States, 1,65,848 schools 
function as single-teacher schools. Thus, they form 
36.5 per r.ent of the total number of primary schools. 
We have decided to extend our support to those States 
where the proportion of single-teacher schools exceeds 
35 per cont, which is the all-India average. The States 
wherein the proportion of single-teacher primary 
schools exceeds 35 per cent are Andhra Pradesh, 
Gujarat, Himachal Pradesh, Jammu & Kashmir, Karnataka, 
Madhya Pradesh, Mahrashtra, Meghalaya, Orissa, 
Rajasthan and Tripura. We have provided outlays for the 
appointment of 45,255 additional teachers to bring 
these States to the all-India level. In the computation 
of upgradation outlays, we have adopted State specific 
emolument-levels for each of the 11 States. We have 
thus provided Rs.122.01 crores. With this provision, it 
should be possible to raise the number of primary 
schools with two teachers or more, in the 11 States, to 
65 per cent, which is the all-India average. We have 
provided a total sum of Rs.286.40 crores for 
upgradation of the education sector.”

15.12.3 The upgradation grants were also to be monitored, as 
per the recommendation of the Eighth Finance Commission. The 
monitoring mechanisms suggested were State-level and Central 
level empowered committees of inter-departmental/ 
inter-Ministerial nature, the former headed by chief Secretaries 
of States and the latter being convened by the Finance Ministry. 
The Central level Empowered Committee was also given flexibility 
in terms of transfer of grants from one scheme to another within 
each sector, alter physical targets depending upon escalation in 
prices or alterations in physical norms etc. Release of r oney 
was designed to be 10% as initial on account advance; 30% after 
receipt of intimation regarding institutional arrangements; and 
the balance according to actual physical progress.
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15.12.4 Upgradation assistance provided to the State
Governments as per the recommendations of the Eighth Finance 
Commission has been confined to the four years commencing from
1985-86. A detailed statement of release of assistance to the 
State Governments for upgradation in terms of provision of school 
buildings and teachers may be seen in Table 8 below:
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T ab l e  8
S T A T EMENT OF EFIEASE OF A S S I S T A N C E  FOR U P G P A D J T I G N  O F  S CHOOLS  

BASED O K  F E C O K K E K D A T I O N S  O F  T HE VIII F I N A N C E  C O K K I S S M  
1215:8* TO j_9S7 : £ 8

[Rs. lakhs)

1 9 8 5 - 8 6  
C a p i t a l  
1 9 8 5 - 8 6  
on A/C

1986-87 1987 -88

R evenue 
P F ~

: Ca p i t a l 
: P F

R e v e n u e  
P F

C a p i t a l  
P F

• On A/C
For cotpietc  
vorks

1 A n d h r a  P r a d e s h "i si. 20 3900 232.00 : 148 44.40 6000 5 2 2 . 0 0 327 385. 0 8 65.40

2. A s s a t 5 7 6 . 1 0 - ( 0 6 . 5 4 -

3. B i h a r 9 6 8 . 8 0 - - : 802 304.36 - - - 12 1 4 . 2 9 -

4. uoa - - - : - - - - - 48.00 -

5. K i r a c h a l  P r a d e s h 1 7 5.35 ' • ’ 2 4 5 . 4 9 -

6. Ja t r u  k F a s h i i r 174.18 - : *■ 2 4 3 . 8 5 -

7. K a d h y a  P r a d e s h - 7000 110.15 : - - 7000 4 4 9 . 8 5 - - -

8. K a n i p u r 208. 5 4 - : - 2 9 1 . 9 5 -

9. K e g h a l a y a 168.11 300 5.00 - - - - 2 3 5 . 3 5 -

10. N a g a l a n d 61.23 - - : - - - - 70 72 . 9 9 27.30

11. O r i s s a 398.30 1600 115.68 : - 40 9.72 1600 16.08 - 311. 7 9 -

12. R a j a s t h a n - - - - : - - 2 812 2 9 4 . 1 4 - - -

13. T r i p u r a 98.67 - - : - - 21 2 .25 - 1 3 8.14 -

14. Vest Bengal 775.90 - - : 920 291.44 - - 905 9 2 1 . 2 5 181.00

T O T A L  A LL S T A T E S 3904.38 12800 162.83 : 1870 10 4 9 . 9 2 1 7 4 3 3 1 2 8 4 . 3 2 1302 4 9 1 4 . 7 2 273.70

S O U R C E  : F i n a n c e  C o i t i s s i o n  King, Kinistry of F i n a n c e

P = P h y s i c a l  Dnit - Buildin g s / T e a c h e r s  in n.uibers 

F r F i n a n c i a l  - A i ounts released in lakhs o f  rupe e s  

A s u u a r y  of a c t u a l  release of assistance is f u r n i s h e d  in the



Upqradation ossistance for Education based on 
recommendations of Eighth Finance Commission

Table 9

(Rupees in crores) (1985-86 to 1987-88)
1985-86 1986-87 1987-88 Total 

1985-86 to
for
1987-88

Capital 39.04 10. 50 49.14 98.68
Revenue - 1. 63 12.84 14 .47
Total 39.04 12.13 61.98 113.15 0
Source : Finance Commission Division, Ministry of Finance

0 : includes on account payments.
15.12.5 It may be seen from the anove Table that over the three 
year period from 1985-86 to 1987-88 the total release of 
upgradation assistance under both Capital and Revenue account has 
been only of the order of Rs.119 crores including on account 
payments. In physical terms the States were helped, during the 
three year period, to provide over 30,000 teachers and over 3,000 
school buildings as may be seen from the Table below:
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Tab]e 10
Number of teachers and buildings provided under upgradation 
assistance for Education based on recomroendations of the

Eighth Finance Commission
( Units in numbers )

1985-86 1986-87 1987-88 Total 
19C5-86 to

for
1987-88

Teachers - 12800 17433 30233
Buildings - 1870 1302 3172

Source: Finance Commission Division, Ministry of Finance.
15.12.6 As has been brought out earlier, the Eighth Finance 
Commission h^d recommended upgradation assistance for putting up 
school buildings based on an estimate of Rs.40,000 per school 
building. Subsequently, in the three year period from 1985-86 to 
1987-88 there was cost escalation. The Empowered Committee in the 
Ministry of Finance itself - in two spells - allowed an 
escalation of costs foi putting up school buildings to the.extent 
of 50% (30% initially in 1985-86 and 20% later in March, 1988). 
Consequent on this, the number of buildings that could be 
provided with upgradation assistance over these three years came 
down from the level orginally envisaged when the Eighth Finance 
Commission gave its recommendations.

Recommendations of the Ninth Finance Commission in its first 
report (1989-90) and second report (1990-95)
15.12.7 The cost of upgradation of standards of administration 
so far as it concerns education as per the proposals furnished by 
the States to the Ninth Finance Commission was of the order of 
Rs.1723.21 crores. In its first report the Commission indicated 
that it was making available to the States grants for completion 
of the task which was likely to remain unfulfilled by 1988-89 out 
of that charted by the Eighth Finance Commission for the five 
years 1984-89. The Commission found that the physical targets as 
regards upgradation of capital works having been escalated to the 
extent of 30% for the three year period 1985-88 and 50% for the 
year 1988-89. On this basis the Ninth Finance Commission 
recommended in its first report a financial provision for the 
year 1989-90 for upgradation of standards of administration in 
the area of education to the extent of Rs.41.92 crores. Over and 
above this the Ninth Finance Commission in its first report also 
recommended a financial provision of Rs.200 crores for 
equalisation of social and community services for elementary 
education - specifically considering that provision of school 
buildings under Operation Black Board from the NREP and RLEGP
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sourccs to be inadequate.
15.12.8 In its second report (for 1990-95) the Ninth Finance 
Commission has followed the normative approach according to which 
needs and capacities of different governments are assessed 
normatively and such normative assessments are taken as the basis 
far determining the volume and pattern of federal transfers. So 
for as education is concerned the factors that have been taken 
into consideration for the purpose of assessing expenditure are 
the following:

Primary Education
- Expenditure per child in the age group of 6-10 (taken 

as a dependent variable).
- Proportion of enrolment in primary stage to the

population in the age group 6-10.
- Student-teacher ratio in primary stage.
- Differences in the average salaries of primary schcol

teachers across the States.
- Price difference across the States.

Secondary Education
- The expenditure on secondary education per child in the 

age group of 11-18 (taken as a dependent variable).
- Enrolment in secondary stage as a proportion of

children in the age group of 11-18.
- Proportion of private unaided secondary schools to

total number of schools.
- Salary differences of trained graduate teachers in the

States.
- Student-teacher ratio in the States.

Higher Education
- Per capita expenditure on higher education.
- Proportion of enrolment in higher stages of education

to total population.
- SLndent-teacher ratio.
- Difference in price levels amongst States.
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Population density and proportion of enrolment in 
private college to total enrolment.

lt>. 12.9 Based on the above parameters, econometric formulae 
have been worked out, normative expenditures assessed vith 
reference to them and built into the overall requirements of the 
States. Upgradation grants as per previous practices have not 
been specifical]y recommended.
15.12.10 The direct consequence of this is that allocation for 
Education from out of the grants-in-aid recommend, d by the 
Finance Commission would be dependent on the priority for 
Education assigned by the respective States. States may or may 
not assign adequate priority. If adequate priority is not 
assigned, from the point of view of Education there would be 
1etrogression from the earlier practice of allowing specific 
upgradation grants tied to Education. In fact, Shri Justice
A.S.Qureshi, Member of the Ninth Finance Commission, in his 
dissenting note, has made the following valid observations:

"In our first Report, we had giv^n the upgradation 
grants for improvement of certain beneficial services. 
We had also given grants for the special problems of 
the States. Those grants were separate and 
identifiable. The advantage of such grants is that they 
could be tied grants for specific purposes. It was 
possible to insist upon the performance relatable to 
the grants from the concerned States. In the present 
Report, we have departed from that practice and instead 
of giving upgradation grants or special problem grants 
they have been built in the requirements of the States 
in this regard which is assessed on normative basis by 
the use of econometric models and algebric formulae. 
In my opinion, this is not correct. We should have 
followed the same method as we followed in our first 
Report and should have recommended grants for special 
problems and upgradation of services, so as to make 
abundantly clear how much is given, for what purpose 
and to ascertain the compliance of the objectives of 
the grants."

Strategies for raising resources
15.13.1 As brought out elsewhere (Table 6) intra-sectorally, 
allocations have shown a marked preference for Higher
Education in spite of low rate of literacy, though over the sixth 
and seventh plans, a comparatively lesser priority has been shown 
for Higher Education. Primary Education is yet to reach the level 
attained during the first plan. This pattern is not consistent 
with the Constitutional mandate for achieving universalisation of 
Elementary Education. Nor is it consistent with the need for 
providing a meaningful vocational bias for School Education. 
Continued high levels of investment in Higher Education is
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contradictory to the results of studies on returns from 
investment in Education which have brought out that lower levels 
of education have a higher average rate of return. Research 
findings are also to the effect that investment in lower levels 
of education contributes more to income distribution and 
reduction of poverty, besides to economic growth.
15.13.2 Tt is in the above background of ever increasing 
involvement of the Government in educational financing and 
distortions in terms of intrasectoral priorities that 
mobilisation of resouices and their deployment should be 
considered.
15.13.3 Public expenditure on Educatin as a proportion of GNP, 
over the years, has been as indicated in the Table below which 
shows that while it has increased, as of 1986-87, it fell far 
short of 6%.

Table 11 
Share of Education in GNP (%)

1950-51 1.2
1960-61 2.5
1970-71 3.1
1984-85* 3.7
1985-86** 4.0
1986-87§ 3.9

* Budget expenditure (actual).
** Budget expenditure (Revised Estimates). 
@ Budget expenditure (Budget Estimates).

15.13.4 The Central Statiistical Organisation has recently 
released the quick estimates of National Income (GNP) for the 
year 1988-89 which has been placed at Rs.3,06,822 crores at 
current prices on the basis of which the plan and non-plan budget 
of Education Departments at the Centre and the States as a 
percentage of national income comes to 4.2% for the year 1989-90.
15.13.5 India ranks 115th in the world in terms of investment 
in Education as a percentage of GNP. Amongst the countries with a 
population of 10 crores and above, India is at the very bottom, 
barring Bangladesh. That India's educational expenditure as a 
proportion of GNP compares very unfavourably vis-a-vis world-wide 
expenditure on Education is brought out by the following Table:-
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Table 12
Expenditure on Education ns % of GNP

Country Groups 1982
Africa 4 .9 Developed Nations 6.2

America 6.4 Developing Nations 4.3

Asia 5.1
Europe (incl USSR) 5.6

Oceania 5.8

Recommendations

i) The first step, therefore, should be to provide for at least 
6% of the GNP for ̂ Education vhich has not so far been provided, 
though this has been rep e atedly urged for over guarier of a 
century. (The figure of 6% of GNP was suggested by the Education 
Commission 1964-66 on the basis that, that was the level of 
investment which had already been reached even by certain 
developing countries of Asia. An estimate of investment required 
for implementing the; recommendations of the report of Education 
Commission 1964-66 was made. Coincidentally, it was noted that 
this amount approximated to 6%—of GNP. It had also been noted 
that the economic growth rate per annum for 20 years since then 
was envisaged at 6%. A quarter of a century has since passed by 
considerable changes have come about in the economy. Therefore, 
in the changed context, there is need for reviewing the 
proportion of GNP that should go into Education as on date). Even 
providing 6% of GNP means substantially larger allocations for 
Education in the budgets of the Central and State Governments. 
(In this context, the following table which speaks for itself may 
be seen).

Table 13 
Share of Education in 

Five Year PIan Outlays/Expenditures (%)

Plans Share of Education in Total
Plan Outlays/Expenditure (%)

First Five Year Plan 7 .86
Second Five Year Plan 5.83
Third Five Year Plan 6.87
Annual Five Year Plan 4 .86
Fourth Five Year Plan 5. 04
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Fifth Five Year Plan 
Sixth Five Year Plan 
Seventh Five Year rlan

3 .27
2 .70
3 . 55

ii) All technical and professional Education should be made 
se1f-financinq. Education being viewed as involving the use of
resources (inp ts) that should be necessarily paid for_by the
beneficiaries as it confers on them greater emplovabi1ity 
(output).

Other than public funding, the alternative methods of 
funding Higher Education are:-

i) Graduate taxes
ii) Increase in fees and

iii) Student loans
Graduate taxes, if any, are to be imposed upon the 

beneficiaries i.e., the users of services of graduates, namely, 
employers. However, the employers are likely to resist imposition 
of such taxes on grounds of economic viability of their own 
operations getting adversely affected. This is also likely to 
result in discouragement of employment of the qualified.

The tuition fees now prevalent in educational 
institutions, by and large, are those fixed many years ago. In 
1950-51, income from fees accounted for 20% of the total 
expenditure on education. This proportion has now come down to 
5%. The following table brings out the picture regarding low 
levels of fees charged in the University System.
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Table 14

Type of Higher
Education
Institution

Nature of 
courses

Fee charged per annum

Central
Universities

Central
Universities

Central 
Un iversities

Under-graduate 
level geneial 
courses

Post-graduate 
level general 
courses

Professional 
courses like 
B.Ed.. , LLB.etc,

Between Rp .120/- in Banaras 
Hindu University and Vishwa 
Pharati and Rs.180 in Delhi 
University.
Between Rs.144/- in Vishwa 
Bharati and Rs.300/- to Rs.^OO/ 
in the North Eastern Hill 
University.
Between Rs.120/- in Vishwa 
Bharati and Rs.1,440/- in 
Delhi University.

State
Universities

Under-graduate 
level general 
courses.

Between Rs.40/- to Rs.180/- 
in Rajasthan University and 
Rs.4 00/- in Gujarat, Bombay 
Nagpur Universities.

State
Universities

Post-graduate 
level general 
courses.

Between Rs.100/- to Rs.200/- 
in Rajasthan University and 
Rs.500/- to Rs.600/- in 
Bombay University.

State
Universities

Under-graduate 
professional 
courses like
B.Ed., LLB etc.

Between Rs.100/- to Rs.200/- 
in Rajasthan University and 
Rs.500/- in Bombay 
University.

State
Universities

Engineering
courses.

An average of Rs.533/-

The disparity between the cost of Higher Education and fees 
is also rather high. To give an example, in Engineering Colleges, 
the anual recurring expenditure alone comes to Rs.2,000/-.
iii) In the circumstances, a justifiable strategy is bringing 
about an appropriate increase in the fees payable by students 
going in for Higher Education. This increase should be
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app.T opr lately.__1 i n k e_d__to__a t least the cost o f__r ecurrinq
e >:pend i t u r e__and levels of income of the p a rents of the
benef iciaries._The richest quartile of the people can bear 75% of
the cost o f the education; the next richest quartile 50% of the 
c o s t ; and the next richest quartile 25%. The last quartile of the
economica11y weak_fto be appropriatelv defined) need not bear anv
part of the cost.
iv) Besides tuition fees, fees charged for specific purposes in
the H igher Educational Institutions like laboratory fees._1 ibrary
fees, building fees, magazine fees, games fees etc. also have to 
be increased on a national basis with reference to the costs of 
providing the relevant facilities/services.

v) With the ever increasing number of examinees, examination 
fees can also be an important means of raising internal resources 
to meet the cost of Higher Education.

While student loans have the advantage of bringing down 
government investment in Higher Education, they do involve 
certain problems. They are: Psychologically, people are against 
loans. Credit markets are not developed. There are difficulties 
in securing repayment of loans even as the government experience 
of operating loan scholarship shows. (Reference has been made to 
this later.) The poor could face difficulties in having access to 
loans.

vi) However, institutional loans as a strategy for releasing the 
pressure on government resources and as a means of putting 
resources in possession of those aspiring for Higher Education is 
indispensable. Problems in administration of loans should not 
result in the easy solution of opting out of them.

Nationalised banks and financial institutions, as a rule of 
practice, generally concentrate on industrial financing and 
financing of commercially viable activities. However, there are 
examples like the State Bank of India advancing loans for Higher 
Eduction.

vii) Therefore, there is need for a committed programme of
the nationalised^ banks for providing loans for recipients of 
Higher Education.

viii) Term lending institutions like the Industiral
Development Bank of India (IDBI). Industrial Finance Corporation 
of India (IFCI) and Industrial Credit and Investment Corporation 
of India (ICIC-I) should launch programmes for promoting research 
in universities. This could ease the burden on the University 
Grants Commission which, in turn, is provided funds by the 
government of India. The IDBI has to its credit several 
promotional activities with a view to helping the process of 
industrialisation. It has, for example, set up the 
Enterpreneurship Development Institute of India. It has also 
provided assistance to voluntary agencies engaged in imparting
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production and vocational training. Assistance has also been 
provided to the National Association for the Blind to set up a 
polytechnic at Bombay. The IDBI and ICICI have had chairs 
instituted for specific projects in various universities. This 
activity could be expanded in an organised way with reference to 
the merits of individual programmes of the respective Higher 
Educational Institutions.

An analysis of institutional costs of education reveals that 
educational infra:tructure development, and consequently quality 
of education, has suffered, as brought out by the following 
Table:-

Table 15
Institutional costs of Education (1978-79)

Percent

Item Recurring Non-recurring Total
Salaries 85.8 — 80.6
Buildings 1.3 36. R 3.5
Furniture & Equipments 0.8 27. 3 2.4
Consumables 1.3 — 1.2
Libraries 0.5 9.2 1.0
Hostels 0.5 — 0.5
Stipends/Fellowships 
and Concessions

2.9 — 2.7

Games & Sports 0.4 — 0.4
Miscellaneous 6.7 26.7 7.7

Total 100.0 100.0 100. 0

On the other hand, it has been estimated that about 4 6% of 
the total non-recurring institutional expenditure on Education is 
required for fixed assets like buildings, libraries etc. (An 
analysis of expenditure by levels of Education also reveals that 
the share of salary goes down as the level of Education rises. 
Share of costs of Capital assets also increases with increase in 
the level of Education. The proportion of non-recurring costs to 
the total institutional costs of Education is less than 5% at the 
primary level and about 11% for higher levels).
ix) Institutional finance for infrastructure needs to be raised
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in__the c j rcumstances .__Housing_finance Institutions, therefore.
could take up programmes for creation of capital assets in the
educat i ona 1_sector i . e .__for buildings for schools, colleges.
u n i ver s i t i es_as__a Iso hostels for the students. staff a n d
teachers. Repayment of loans may have to be guaranteed by the 
appropriate Governtments. (It is worthy of mention, in this 
context, that Housing Development Finance Corporation (HDFC) has 
already financed schemes for construction of staff quarters and 
ownership houses for University staff in Gulbarga, Karnataka. The 
Universities and Educational Societies, on their part, could 
consider investment of their provident fund money in the bonds 
of Housing Finance Institutions approved under Section 36 (i) 
(viii) of the Income Tax Act.

The contribution of Life Insurance Corporation to housing 
efforts has been quite significant. At present, the annual 
average accretion to the total investible funds of the LIC is 
approximately Rs.3,000 crores. The current pattern of the 
allocation of LIC's investments between the sub-sectors of the 
socially oriented sector brings out that housing component is 
receiving about 21% of its total plan allocations, the rate of 
return ranging from 10.5% to 13.5%. In the non-plan investment of 
the LIC in the socially oriented sector, 97% (with a rate of 
return ranging from 12% to 14%) goes for housing schemes.
x) There is a strong case for LIC/s investment in the area of 
housing going for hostel facilities for the students, staff and 
teachers in the educational institutions. However, diversion of 
these resources for the education sector would mean doing so at 
the expense of other development schemes. 90% of the accretions 
of the LIC already being committed to socially oriented sectors. 
Therefore, this is a matter on which the Government as well as 
Planning Commission will have to take- a conscious decision 
regarding the reallocation; of the LIC/s investible resources 
with substantive priority for the Education sector.
xi) Economically weaker sections of the people going for 
Higher Education who cannot afford the enhanced rees or loans 
from financial institutions could be provided appropriate 
scholarships.

xii) Funds provided in the Central sector for scholarships
during the Seventh Plan period was of the order of Rs.22.26 
crores. This would have to be considerably enhanced for the 
benefit of the economically weaker sections in the interest of 
equity and providing access to Higher Education for them. There 
is a ~i-so need for rationalisation of the wnols programme of 
awarding scholarships. The National Loan Scholarship Scheme, for 
example, has not been capable of proper implementation. States to 
which funds for provision of these scholarships are provided by 
Central Government have not been repaying the dues to the 
Government of India promptly. Out of a total of Rs.84.36 crores 
provided to the States under this Scheme since 1963-64, an amount 
of Rs.69.4 crores is still outstanding repayment.
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x i i i) The Government of India scherne of scholarships in
approved residential secondary schools benefit only a small 
number of 500 students per annum in the whole country. Serious 
malpractices in the selection of scholars have also reportedly 
come to the notice of the Government, the benefits, of late, 
being cornered apparently by manipulations on the part of those 
hailing from a very few centres in India. This scheme could as 
well be discontinued and the number of scholarships enhanced for 
meaningful programmes like for upqradatjon of merit of SC/ST 
students.

xiv) One of the modalities for securing better implementation o
scholarshir schemes with more direct and responsible involvement
on the part of the States, no doubt . would be for the
administration of th ■ scholarships being left totally to the
States themselves nec ssarv outlays being provided to the States
as part of the State Iian Outlays on an earmarked basis.
xv) Certain other means of raising resources for education
are presented below:-

- -A sustained programme to be implemented every year 
right down to the Panchayat levels for raising 
community contribution (Rules for grants-in-aid 
provided to the educational institutions could be 
modified to provide for built-in incentives such that 
Government assistance is related to_ contributions 
raised from the community on matching basis. In the 
course of interactions with the Ministers and 
Secretaries of States, a suggestion was made that there 
could be funds created for educational development. 
Like relief funds created in the names of Prime 
Minister of India and the State Chief Ministers, there 
could be Prime Minister's and Chief Minister's 
educational funds into which the community 
contributions, educational cess (about which reference 
is made later) etc. could be credited. These funds 
could be operated for the purpose of building up 
infrastructure for educational institutions upto the 
elementary levels)-.

- Institution of innovative programmes like the
Savatribhai Phule Foster Parent Scheme of Maharashtra 
for promoting primary education of girls under which 
registered foster parents pay Rs.25/- p.m. in cash or 
kind to the needy girls from weaker sections.

- Removal of restrictions on the investment of surplus 
income of educational institutions like the stipulation 
that such income should be invested in low yielding 
Government securities/bonds etc.
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Collection of educational cess related to revenue 
sources such as land revenue, excise duties, charges on 
cash drops, charges on buildings in urban areas etc. 
(The sources on which cess could be charged naturally 
will be quite diversified and different for different 
States. It would be for the respective States to 
identify the sources on which cess is to be levied).
Educational Institutions being permitted to let out on 
rent their facilities like conference rooms, 
auditoriums, etc.

Consultancy services being rendered by higher, general 
and technical institutions.

Levying of a direct assessment on developed host 
countries which utilise the services of professionals 
from the country. This assessment could be related to 
the total number of professional personnel migrating, 
the amount of their income and the taxes they pay to 
the host countries. (In fact, this is one of the 
suggestions made in the U.N. Report on 'The Reverse 
Transfer of Technology' (1979). This strategy would 
naturally involve entering into bilateral or 
multilateral tax treaties with the beneficiary 
developed countries.
Broad basing distance education.

Introduction of shift systems in schools, so that the 
existing infrastructure can be utilised better.

Identification- or surplus teachers in schools and 
colleges and their deployment otherwise.
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EPILOGUE

National Policy on Education (NPE) 1986 and the 
programme of Action (POA) based on the Policy are documents 
comprehensively dealing with various facets of education. No 
doubt, serious resource constraints have stood in the way of 
vigorous implementation of the Policy. This constraint may 
continue to be felt in 1 he foreseeable future. Especially 
keeping this in view, the NPE Review Committee has attempted in 
this report to rccomend new app)oaches and modalities many of- 
which may be cost effective, apart from facilitating better 
utilization of available infrastracture.

The Committee hopes that the Government may like to 
bring out a revised Policy in the light of its recommendations.
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Appendix - I

Text of Government of India Resolution 
No.F.1-6/90-PN(D.I) dated 7th Kay, 1990.

Despite efforts at social and economic development 
since attainment of Independence, a majority of our people 
continue to remain deprived of education, which is one of the 
basic needs for human development. It is also a matter of grave 
concern that our people comprise 50 per cent of the world's 
illiterate, and large sections of children have to go without 
acceptable level of primary education. Government accords the 
highest priority to education - both as a human right and as the 
means for bringing about a transformation towards a more humane 
and enlightened society. There is need to make education an 
effective instrument for securing a status of equality for women, 
and persons belonging to the backward classes and minorities. 
Moreover, it is essential to give a work and employment 
orientation to education and to exclude from it the elitist 
aberrations which have become the glaring characteristic of the 
educational scene. Educational institutions are increasingly 
being influenced by casteism, communalism and obscurantism and it 
is necessary to lay special emphasis on struggle against this 
phenomenon and to move towards a genuinely egalitarian and 
secular social order. The National Policy on Education 1986 
(NPE), needs to be reviewed to evolve a framework which would 
enable the country to move towards this perspective of education.
2. Government have, therefore, decided to set up NPE
Review Committee with the following composition:

1. AcLarya Ramamurti Chairman
PO Khadigram, Distt. Munger 
Bihar.

2. Prof. C N R  Rao Member 
Director
Indian Institute of Science 
Bangalore.

3. Dr. Sukhdev Singh •• 
Formerly Vice-Chancellor
Punjab and MP Agricultural 
Un iversities.

4. Dr. M. Santappa " 
Formerly Vice-Chancellor
Madras University.
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Dr. Obaid Siddiqi
Tata Institute of Fundamental
Research, Bombay.

Dr. Bhaskar Ray Chaudhuri 
Vice-Chancellor,
Calcutta University 
Calcutta.
Shri M.G. Bhatawdekar 
Formerly Principal 
Maharaja College 
Ja ipur
Prof. Usha Mehta
Political Scientist and Teacher
Bombay.
Prof. Satchidanand Murty 
Sangam Jagarlamudi 
Guntur.
Dr. Anil Sadgopal 
Kishore Bharati 
Hosh..ngabad.
Father T.V. Kunnunkal 
Chairman,
National Open School 
New Delhi.
Prof. Mrinal Miri 
Professor of Philosophy,
North Eastern Hill University 
Shillong.
Dr. Vidya Niwas Misra 
Vice-Chancellor 
Kashi Vidyapeeth 
Varanasi.

Shri S.Z. Qasim 
Vice-Chancellor 
Jamia Millia Islamia 
New Delhi.
Shri Veda Vyasa 
Chairman
DAV College Management Committee 
New Delhi.
Shri Manubhai Pancholi 
Lok Bharati, Sanosara 
Distt. Bhavnagar.



17. Shri S. Gopnlan Membcr-Secretary
Additional Secretary
Ministry of Hunan Resource Development 
Department of Education 
New Delhi.

3 .
follows:

(a)

(b) 

(c)

The terms of reference of the Committee will be as

to review the National Policy on Education, 1986 and 
its implementation;
to make recommendation regarding revision of the 
Policy; and
to recommend action necessary for implementation of the 
revised policy within a timeframe.

4. The committee will devise its own procedure of work and
submit its report as soon as possible, but not later than six 
months from the date of issue of the order. It may submit 
interim reports as may be considered appropriate.
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Appendix - II

Composition of Sub-Commit tees constituted by NPERC

Sub-Committee I: on Access. Equity and Universalisation. 
Members
Dr. Anil Sadgopal - Convenor
Kishore Bharati, PO Bankheri, Distt. Hoshangabad, Madhya 
Pradesh-461 990.

Dr. M G Bhatawdekar, 41 Sangram Colony, Jaipur-302 001.
Fr. T V Kunnunkal, Chairman, National Open School, 39 
Community Centre, Wazirpur Industrial Area, Delhi : 110 052.
Dr. S Z Qasim, Vice-Chancellor, Jamia Millia Islamia, Jai.iia 
Nagar, New Delhi ■ 110 025.
Dr. Sukhdev Singh, 51 Sector 11-A, Chandigarh-160001.
nr. Bhaskar Ray Chaudhuri, Vice-Chancellor, University of 
Calcutta, Calcutta : 700 073.

Co-opted Members
Sbri Rana Pratap Singh, C/o Shishu Shiksha Prabandh Samiti, 
Kadam Kuan, Patna : 811 001.
Ms. Nandana Reddy, Executive Director, The Concerned for 
Working Children, Centre for Aplied Research and 
Documentation, No.22, 2nd Main, 1st Cross, Domlur 2nd phase, 
Bangalore-560038.
Prof. R D Munda, Department of Linguistics, University of 
Ranchi, Ranchi (Bihar)
Ms. Srilatha Batliwala, State Programme Director, Mahila 
Samakhya Karnataka, 3342, 6th Cross, 13th Main, HAL Ilnd 
Stage, Indira Nagar, Bangalore. (Declined membership)

Shri Natwar Thakkar, Nagaland Gandhi Ashram, At.&PO Chuchu 
Yimlang, Distt. Mokkokhung, Nagaland-798614.



Spec i n 1 Invitees

1. Prof. S C Fhatia, Trofessor & Head, Dep rtment of Advilt and 
Continuing Education, University of Delhi, Delhi : 110 007.

2. Prof. Vina Mazmndar, Director, Centre for Women's 
Dcvel opiTient Studies, B-43, Panchsheel Enclave, New Delhi- 
110007 .

3. Dr. Foronesh Acharya, Indian Institute of Management, 
Diamond Harbour Road, Joka, Post Box No.16757, Calcutta : 
700027.

4. Shri Jyotibhai Desai, Gandhi Vidyapeeth, Vedchhi, Via Valod, 
Distt. Surat, Gujarat : 394 641.

5. Shri B Mitra, Principal, All Bengal Teachers' Training 
College, HA-25, Sector-Ill, Salt Lake, Calcutta-700091.

Participants in the meeting held at the State Institute of 
Education. Jehangirabad. Bhopal on July 18. 1990 for planning and 
executing a field based review of Navodava Vidvalavas.

1. Shri Chitrangad Upadhyay, Lecturer, District Institute of 
Education & Training, Dashera Maidan, Ujjain-456010.

2. Shri Bhupendra Nath Bhatia, 286 Adarshnagar, Jaipur-302004.
3. Dr. Sharad C Bhand, Professor & Head, Physics Department, E-

1, Vikram University Campus, Ujjain - 456010.
4. Shri Omprakash Raval, 496, Sudama Nagar, Indore-4 52 009.
5. Dr. P N Mishra, Professor of Management, Institute of 

Management Studies, Devi Ahilya University, Indore.
6 . Shri Rohit Dhankar, Project Coordinator, Digantar, Vill. 

Todi Ramjanpura, PO Jagatpura, Teh. Sanganer, Distt. Jaipur.
7. Dr. Swati Sinha, Reader in Physics, Banaras Hindu 

University, Varanasi-221005.

8 . Ms. Anjali Noronha, Junior Fellow, 'Eklavya Nehru Colony, 
Harda, Distt. Hoshangabad, MP.

9. Sh. Dinanath Sharma, U D T, D3/14, M O G Lines, Indore- 
452002.

10. Dr. Bhaiat Poorey, Principal, DIET, Bijalpur, Indore.
11. Dr. Arvind Gupte, Principal, DIET, Deshera Maidan, Ujjain- 

456001.
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12. Ms. Davinder Kaur Uppal, Lecturer, Deptt. of Communication 
& Journalism, Sagar University, Sagar-470 003.

13. Dr. R N Syag, Ek3avya, Radha Ganj, Dewas (MP)-455001.
14. Shri Shyam Bahadur Namra, Shram Niketan Vill.&PO Jamudi, 

Annuppur, Distt. Shahdol-484224.
15. Ms. Sonal Mehta, Science Collaborator, Vikram A Sarabhai 

Community Science Centre, Navrangpura, Ahmedabad : 380 009.
16. Dr. P K Ahuja, Asstt. Professor, State Institute of 

Education, Bhopal : 462 008.
17. Shri R.smesh Duve, Lecturer, State Institute of Education, 

Bhopal : 462 008.
18. Shri Hari Prasad Joshi, Kishore Bharati, PO Bankhedi, Distt. 

Hoshangabad, MP-461 990.
19. Shri A K Mittal, Assistant Professor, State Institute of 

Education, MP Bhopal-4C2 008.
20. Dr. Ilina Sen, Rupantar, Bildi Buda, Handipara, PB.No.130, 

Raipur : 492 001.
21. Shri Aflatun, Research Scholar 33, Teachers Flats, BHU, 

Varanasi : 221 005.
22. Shri S S Gouri, Deputy Director (HQ), Navodaya Vidyalaya 

Samiti, New Delhi.
23. Shri H P Rajguru, Deputy Director, Navodaya Samiti, Bhopal.
24. Shri P V Subbaiah, Assistant Director, Navodaya Vidyalaya, 

Bhopal.
25. Shri Purshottai, Asstt. Director, Navodaya Vidyalaya, 

Bhopal.
26. Shri J B Sharma, Asstt. Director, Navodaya Vidyalaya, 

Bhopal.
27. Shri T N Srivastava, Secretary, Department of Education, 

Government of Madhya Pradesh, Bhopal.
28. Shri H S Pathak, Director, SCERT, Bhopal.
29. Dr. (Sint.) Indu Hevalkar, Director, SIE, Bhopal.
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Participants in_the m e e t ing_held at_the__Indjan__In s t i t u t e_of
Education._Kothurd,_Pune on_August 10-3 1. 1990 for planning and
e\ycutjng a field-based review_oi: Non-Fonnal Education .Programmer
1. Dr. Chitra Naik, Hony. Director, State Resource Centre for 

Non-Formal Education, Indian Institute of Education, 3 28/2,
J P Naik Road, Kothrud, Pune-411 029.

2. Shri R S Jambhule, Director of Education, Maharashtra State.
(

3. Shri Chitrangad Upadhyay, Sr. Lecturer, Distt. Institute of 
Education and Training, Ujja in-4 56010.

4. Shri Bhupendra Nath Bhatia, 286 Adarshanagar, Jaipur-302004.
5. Dr. Sharad C Bhand, Professor & Head, Physics Department, E-

1, Vikrnm University Campus, Ujjain-452002.
6 . Shri Omprakash Raval, 496, Sudama Nagar, Indore-4 52009.
7. Dr. P N Mit;hra, Professor Management, Institute of 

Management Studies, Devi Ahilya University, Indore, MP.
8 . Shri Rohit Dhankar, Project Coordinator, Digantar, Vill. 

Todi Ramjanpura, PO Jagatpura, Teh. Sanganer, Distt. Jaipur.
9. Shri Dinanath Ebarma, D3/14, MOG Lines, Indore-4 52 002.
10. Dr. Bharat Poorey, Principal, DIET, Bajalpur, Indore
11. Ms. Davinder Kaur Uppal, Lecturer, Department of 

Communication & Journalism, Sagar University, Sagar-470003.
12. Shri S'pyara Bahadur Namra, Shram Niketan, Vill &P0 Jamudi, 

Anuppur, Distt. Shahdol (MP)
13. Dr. R N Syag, Eklavya, Radha Ganj, Dewas (MP)-455001.
14. Shri Sanjeev Ghotge, D-2, Indraraj Apartment Near Sheetal 

Hotel, Fargusan Road, Shivaji Nagar, Pune.
15. Dr. Subhash Ganguly, B-22/8, Karunamoyee Housing Estate, 

Salt Lake City, Calcutta : 700091.
16. Shri Ram Gopal Vyas, Principal, Govt. H.S. School, Datahara, 

Distt. Morena (MP).
17. Shri S S Salgaonkar, Jt. Director of Education (School 

Education), Directorate of Education, Central Bldg., Pune-1.

18. Shri G A Shinde, Dy. Director of Education (Adult 
Education) , Directorate of Education, 17 Dr. 7\mbedkar ^oad, 
Pune-1.
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19. Dr. V S Deshpande, Dean, Faculty of Education, Poona 
University, A2/5, Gajendranagar, Dattawadi, Pune-30.

20. Dr. S A Karandikar, Adnrsh Comprehensive College of 
Education and Research, Karve Road, Pune-4 11004.

21. Prof. M B Pinjari, Professor of Botany, Cotton ProjecL, 
Mahatma Phule Agricultural University, Rahuri, Distt. 
Ahmednagar, Maharashtra.

22. Ms. Purnima Pinjari, Mission Compound, Rahuri Nagar, 
Maharashtra.

23. Dr. John Kurrien, Director, Centre for Learning Resources, 
B-20f Gera Par1:, 15 Boat Club Road, Pur.s-411 001.

List of persons who were consulted by Sub-Committee I

1. Prof D.S. Kothari, Delhi
2. Prof. N.C. Nigam 

Director,
Indian Institute of Technology, New Delhi

3. Prof. P.V. Indirasan
Centre /or Advanced Research in Electronics, 
Indian Institute of Technology, New Delhi.

4. Dr. John Kurrien,
Centre for Learning Resources, Pune

5. Ms. Tripta Batra 
SAAR, New Delhi

6 . Shri S.C. Behar 
Principal Secretary 
Govt, of M.P.

7. Shri Krishnavtar Pandey 
Director,
Directorate of Adult Education 
Govt, of U\P., Lucknow

8 . Prof. K.G. Rastogi,
Retired Professor, N.C.E.R.T., New Delhi

9. Prof. Amrik Singh, New Delhi
10. Smt. Meenaxi A. Chaudhary 

Jt. Secretary
Dept, of Women and Child Development 
Ministry of HRD, Govt, of India.
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11. Shri Rohit Dhankar 
Digantar School, Jagatpura 
Dist. Jaipur, Rajasthan

12. Dr. (Srot.) Maithreyi Krishna Raj 
Di rector
Research Centre for Women's Studies 
SNDT Women's University, Bombay

13. Frof. Kamalini H. Bhansali 
President
Indian Association for Women's Studies,
Bombay

14. Prof. S.C. Shukla 
Dept, of Education 
University of Delhi, Delhi

15. Shri Anil Bordia,
Secretary, Department of Education 
Ministry of Human Resource Development,
New Delhi

16. Prof. J.S. Rajput,
Jt. Educational Advisor
Department of Education
Ministry of Human Resource Development
New Delhi

17. Shri A. Mukhopadhyaya,
Deputy Secretary, Department of Education 
Ministry of Human Resource Development 
New Delhi

18. Shri L.N. Mishra
Director General, National Literacy Mission 
New Delhi

19. Ms. Anita Kaul 
Director
Directorate of Adult Education, New Delhi

20. Prof. Satya Bhushan,
Director, NIEPA, New Delhi

21. Dr. S.C. Nuna,
Fellow, NIEPA, New Delhi

22. Dr-. Y.P. Aggarwal,
Fellow, NIEPA, New Delhi

23. Dr. Mukhopadhyaya, Senior Fellow,
NIEPA, New Delhi
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24. Dr. (Sint.) Kusum K. Prerai, Fellow,
NIEPA, New Delhi

25. Dr. J.B.G. Tilak, Senior Fellow,
NIEPA, ; ; g w  Delhi

26. Dr. (Smt.) Venita Kaul
Department of Pre-School and Elementary Education 
NCERT, Nr-w Delhi

27. Dr. N.K. Jangira
Deptt. of Teacher Education, Special Education 
& Extension Services 
NCERT, New Delhi

ii) Sub-Committee II: on Education and Right to Work 
Members

1. Shri Manubhai Pancholi - Convenor
Lok Bharati, Sanosara, Distt. Bhavnagar, Gujarat-364230.

2. Fr. T V Kunnunkal, Chairman, National Open School, 39, 
Community Centre, Wazirpur Industrial Area, Delhi : 110 052,

3. Dr. Anil Sadgopal, Kishore Bhar.ti, PO Bankheri, Distt. 
Hoshangabad, Madhya Pradesh - 461 990.

4. Shri Veda Vyasa, 64 Golf Links, New Delhi - 110 003.

Co-opted Members
1. Shri Vijay V Mandke, School of Engineering and Technology, 

Indira Gandhi National Open University, New Delhi.
2. Dr. S S Kalbag, Vigyan Ashram, P 0 Pabal, Distt. Pune, 

Maharashtra --412 403
3. Shri Navaibhai Shah (Ex-Education Minister, Gujarat), Samaj 

Gopalak Society, Nava Wadaz, Ahmedabad - 380 013.
4. Smt. Radhabahen Bhatt, P O Kosani, Distt. Almora, U.P,

Special Invitees
1. Prof. Purushottambhai A Patel, Profssor of Education, 

Gujarat Vidyapeeth, Ahmedabad - 380 014.
2. Shri Shyam Bahadur Namra, Shram Niketan Jumudi - 484 224. 

via Anuppur, Distt. Ahahdol.
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iii Sub-Commj ttee III: on Quality and Standards in Education 
Members

1. Dr. M Santappa - Convenor
73, 3rd Main Road, Kasturba Nagar, Madras - 600 020.

2. Prof. Mrinal Miri, Deptt. of Philosophy, North Eastern Hill 
University, Shillong - 793 003.

3. Dr. C N R  Rao, Director, Indian Institute of Science, 
Bangalore - 560 001.

4. Dr. S Z Qasim, Vice-Chancellor, Jamia Millia Islamia,
Jamia Nagar, New Delhi - 110 025.

5. Dr. Obaid Siddiqi, Molecular Biology Unit, Taca Institute 
of Fundamental Research, Homi Bhabha Road, Bombay - 4 00 005.

Co-opted Members
1. Prof. G J V Jagannadha Raju, Chairman, A P State Council of 

Higher Education, P B No.34, Saifabad, Hyderabad - 500 004.
2. Dr. M P Chhaya, Educational Consultant, Navodaya Vidyalaya 

Samiti, A-39, Kailash Cology, New Delhi.
3. Shri S C Behar, Principal Secretary to the Government of 

Madhya Pradesh, Bhopal & Chairman, SCERT, Jahangirabad, 
Bhopal.

4. Prof. P K Srivastava, Director, Centre for Science Education 
& Communication, University of Delhi, 10 Cavalry Lines, 
Delhi - 11C 007.

5. Dr. J S Rajput, Jt. Educational Advisor, Ministry of Human 
of Resource Development, Department of Education, Government 
of India, New Delhi - 110 001.

iv) Sub-Committee IV: on National Unity. Value Education and 
Character Buildir i.

1. Prof. K Satchidananda Murty - Convenor 
'APARAJITA', Sangam jagarlamudi, Guntur District, Andhra 
Pradesh - 522 213

2. Dr. Bhaskar Ray Chaudhuri, Vice-Chancellor, University of 
Calcutta, Calcutta - 700 073.

3. Dr. M G Bhatawdekar, 41 Sangram Colony, Jaipur - 302 001.
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4. Prof. Mv.inal Miri, Department of Philosophy, N'rth E x t e r n  
Hill University, Shillong - 793 003.

5. Prof. Usha Mehta, Mani Bhawan, Gandhi Museum, 19 Laburnum 
Road, Gamdevi, Bombay - 400 007.

6. Dr. Vjdya Niwas Mishra, M-3, Badshah Bagh, 
Varanasi - 221 002.

Co-opted Members/Special Tnvitees
1. Shri E Gonsalves, Director, India International Centie,

New Delhi.
2. Dr. H B N Shetty, 17, 1st Cross Read, Indira Nagar,

Madras - 600 020.

3. Prof. Mandan Mishra, Vice-Chancellor, Lai Bahadur Shastri 
Rashtriya Sanskrit Vidyapeeth, KatwarifL Sarai, N Delhi -16.

4. Prof. G J V J Raju, Hyderabad.
5. Dr. D .iatra, Kurukshetra.

6 . Dr. S P Duggal, Abohar (Punjab).
7. Shri Nikhil Chakarvarty, Editor, Mainstream, F-24, Bhagat 

Singh Market, New Delhi - 4.10 001.
8 . Sint. Mrinal Pandey, Editor, Saptahik Hindustan, The Hidustan 

Times Bldg., Kasturba Gandhi Marg, New Delhi - 110-001.
9. Prof. M S Agwani, Vice-Chancellor, Jawaharlal Nehru 

University, New Mehrauli Road, New Delhi - 110 067.
10. Prof. V Kulandaiswami, Vice-Chancellor, Indira Gandhi 

National Open University, Maidan Garhi, New Delhi
11. Prof. S K Khanna, Secretary, U G C ,  Bahadurshah Zafar Marg, 

New Delhi.
12. Prof. Agrawala, Secretary, Association of Indian 

Universities, 16 Kotla Marg, New Delhi - 110 002.
13. Prof. Yogendra Singh, Jawaharlal Nehru University, New 

Mehrauli Road, New Delhi - 110 067.
14. Prof. S N Sinha, Vice-Chancellor, Rajasthan University, 

Jaipur - 302 004.
15. Late Dr. Gopal singh, Ex-Governor of Goa.
16. Prof. J S Grewal, Director, HAS, Shimla.
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17. Prof. Shakeelur Rchman, MP, Vice-president, Janata Dal.
New Delhi.

18. Prof. Wazir Singh, Punjabi University, Patiala.
19. Janab Maulana Wahiduddin Khan, Maktaba Al-Risala, N. Delhi.
20. Dr. S A Ali, Director, Jamia Hamdard Institute of Islamic 

Studies, New Delhi.
21. Dr. Margaret Chatterjee, D2: 29-30, Chhatra Marg, University 

of Delhi, Delhi - 110 007. '
22. Dr. Paulos Mar Gregorios, Delhi Orthodox Centre, 21 

Institutional 7rea, Tuglakabad, New Delhi - 110 062.
23. Shri A L Rallia Ram, TTC, New Delhi.
24. Shri Chandran, Director, Bharatiya Vidya Bhawan, New Delhi.

v) Sub-Committee V: on Resources and Mr. nag ament 
Members

1. Dr. S Z Qasim - Convenor 
Vice-Chancellor, Jamia Millia Islamia, Jamia Nagar, New 
Delhi - 110 025.

2. Dr. Bhaskar Ray Chaudhuri, Vice-Chancellor, University of 
Calcutta - Calcutta - 700 073.

3. ur. C N R  Rao, Director, Indian Institute of Science, 
Bangalore - 560 001.

4. Dr. Anil Sadgopal, Kishore Bharati, P O Bankheri, Distt. 
Hosh^ngabad, Madhya Pradesh - 461 990.

Co-opted Members
1. Prof. Satya Bhushan, Director, NIEPA, 17-B, Sri Aurobindo 

Marg, New Delhi - 110 016.
2. Shri Amarjeet Sinha, Director of Adult Education, Department 

of Education, New Secretariat, Patna - 15.

3. Smt. Chitra Naik, Indian Institute of Education, 128/2, J P 
Naik Road, Kothurd, Pune - 4 11 029.

4. Shri Prem Bhai, Banwasi Cewa Ashram, Gobindpur District. 
Mirzapur (Uttar Pradesh)
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Suit. Kuirrud Ransal, Secretary, /sdult Education, NEE and 
Vocational Education, Education Department, Government 
of Maharashtra, Mantralaya, Bombay - 400 001.

Sub-Committee VI: on Rural Education 
Members
Shri Manubhai Pancholi - Convenor
Lok bharati, Sanosara, Distt. Bhavnagar, Gujarat - 364 230.
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Appendix - III

List of Background Documents
obtained from Government

Government of India Resolution No.F.1-6/90-PN(D.I) dated 
the 7th May, 1990, regarding the setting up of the NPE 
Review Committee
National Policy on Education - 1986, Ministry of Human 
Resource Development, Government of India, (Department of 
Education), New Delhi. (May, 1986).
Programme of Action : national policy on education 1986, 
Government of India, Ministry of Human Resource 
Development, Department of Education, New Delhi. 
(November, 1986).
Ministry of Human Resource Development Annual Report 
1989-90 Part-I, Department of Education, Government of 
India. (1990).
Challenge of Education - a policy perspective, Ministry 
of Education, Government of India, New Delhi (August, 
1985).
Education for All by 2000 : Indian Perspective (Working 
Paper), National Institute of Educational Planning and 
Administration, New Delhi. (March, 1990).
Towards Social Transformation : Approach to the Eighth 
Five Year Plan 1990-95. Meeting of the National 
Development Council (18-19 June, 1990), Planning 
Commission, Government of India. (May, 1990).
Report of the Review Conference "Four Decades of 
Development" (April 15-17, 1989) organised by Ministry of 
Human Resource Development and National Institute of 
Educational Planning and Administration, New Delhi 
(1989).
Education In India - Graphic Presentation, National 
Institute of Educational Planning and Administration, New 
Delhi (July, 1989).



^pptiidix - IV

List of Government Papers (GP Series)

1. G.P.l A paper on Adult Education presented by Joint
Secretary (Adult Education) & Director General 
(National Literacy Mission), Department of 
Education, Ministry of Human Resource Development.

2. G.P.2 National Front Manifesto as compared to National
Policy on Education (NPE) 1986.

3. G.P.3 A paper on Book Promotion and Scholarships
presented by Joint Secretary (Book Promotion and 
Scholarships), Department of Education, Ministry 
of Human Resource Development.

4. G.P.4 A paper entitled 'Challenges of Technical
Education in India' prepared by the Technical 
Education Bureau, Department of Education, 
Ministry of Human Resource Development

5. G.P.5 Review of National Policy on Education, 1986
relating to Elementary Education and Teacher 
Education presented by Joint Educational Adviser 
(Elementary Education & Technical Education), 
Department of Education, Ministry of Human 
Resource Development.

6 . G.P.6 Review of NPE 1986 schemes relating to School
Education presented by Joint Secretary (School), 
Department of Education, Ministry of Human 
Resource Development.

7. G.P.7 i) Report of the Commitee for Promotion of Urdu.

ii) Summary of conclusions and recommendations of 
the Committee for Promotion of Urdu, 1975, 
and

iii) Resolution adopted by the Committee of 
Experts under the Chairmanship of Shri Ali 
Sardar Jafri in its meeting held on April 
9-10, 1990.
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G. P. 8

G. P. 9

10 , G.P.10

1 1 ,

12.

13 ,

14 ,

G.P.11 
G.P.12

G.P.13

G P.14

ii) Adult Education Programme
iii) National Literacy Mission
iv) Scheme of Assistance to Voluntary Agencies in 

Adult Education.
v) Scheme of Jana Shikshan Nilayam

vi) 'Literacy Mission' ( April 1990 issue )
Summary Record of Discussions of the meeting of 
the Consultative Committee of Parliament attached 
to the Ministry of Human Resource Development held 
on the 17th May, 1990.
Summary Record of Discussions of the meeting of 
the Consultative Committee of Parliament attached 
to the Ministry of Human Resource Development held 
on 22nd May, 1990.
Note on the Scheme of Community Polytechnics.
Report of che Group of Officials on Centrally 
Sponsored Schemes, Planning Commission (April 
1987)
'Management of Education for Minority 
Nationalities/Tribes in India' (UNESCO sponsored 
Diagnostic Study) by Shri K K Khullar.

i) Status Paper on National Literacy Mission

i)

ii)

iii)

iv)

v)

Review of NPE schemes regarding Higher 
Education presented by Joint Secretary 
(Higher Education), Department of Education, 
Ministry of Human Resource Development.
UGC Guidelines on Terms & Conditions of 
Affiliation of Colleges by a University.
Revised Guidelines 
Autonomous Colleges.

on the Scheme of

Revised Guidelines on the Scheme of 
Autonomous Department/Institutes/Centres/ 
Schools within the University set up.
U G C  Guidelines regarding the Minimum number 
of Actual Teaching Days, Programme of 
Examination Reform and workload for Teachers 
in Universities and Collooes.

8

386



vi) Report of the Task Force on Performance 
Appraisal of Teachers.

vii) Report of the Task Force on Code of 
Professional Ethics for University and 
Colleges Teachers.

viii) Report of the Committee on setting up State 
Council of Higher Education.

ix) Guidelines for formulating proposals .for the 
Eighth Plan Development Schemes of 
Universities.

15. G.P.15 An Extract from the Rajya Sabha Debate dated Sept.
7, 1990, regarding discussion on Perspective Paper 
on Fducation.
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Appendix - V

1. GOP-1

2. GOP—2

List of Papers of Government Organisations 
(GOP series)

A Paper on 'The NPE-86 and its Implementation as 
Perceived by the Common Man and the School 
Functionaries' prepared by the NCERT, New Delhi.
'Financing Higher Education in India' by Shri 
Jandhyala B.G. Tilak and Shri N V Varghese, NIEPA.
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Tippendix - VI

2 .

3 .

4 .

5.

6 . 

7 . 

8 .

9.

10 . 

11 . 

12 .

1.

13 .

List of Non-Government Papers (NGP series)

NGP-1 Presidential Address by Dr. Sukhdcv Singh, V.C,
Punjab Agricultural University, Ludhiana at 64th 
AIU Annual Meeting on Oct. 8 , 1989.

NGP-1A Letter dated 14.12.1989 from Dr. Anil Sadgopal 
addressed to the Prime Minister.

NGP-2 Letter dated 22.03.1984 from Dr. Anil Sadgopal to
Prof. D.P. Chattopadhyaya, Chairman, National 
Commission on Teachers -I.

NGP-3 Article on 'Vocational Education-the changing
scene' by Shri Veda Vyasa published in the August
1989 issue of 'Aryan Heritage'.

NGP-4 Article entitled 'On Secularism' by Prof. Mrinal
Miri

NGP-5 'New Education Policy: Some Reflections and
Reactions' by Prof. K. Satchidananda Murty.

NGP-6 Excerpts from the convocation addresses of 1988
and 1989 by Prof. Bhaskar Ray Chaudhuri.

NGP-7 Article-on 'Vocational Education at the +2 stage'
By Shri E.J. John published in the October 1989 
issue of 'Aryan Heritage'.

NGP-8 Article on 'Vocationalisation of Education' by
Shri C.P. Khanna published in the March 1989 issue 
of 'Aryan Heritage'.

NGP-9 Report of the Dr. Zakir Hussain Wardha Education
Committee (1937).

NGP-10 Article on 'Dethroning Growth Rate' by Shri J D 
Sethi.

NGP-11 Note on 'Value Education' presented by Akhil 
Bharatiya Vidyarthi Parishad, Delhi Branch.

NGP-12 Letter dated 4th June, 1990 by Dr. Karan Singh 
Convenor, Education Group addressed to the 
Education Secretary regarding Education of the 
Handicapped.
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NGT-

NGP

NGP-

NGP-

NGP-

NGP-

NGP-

NGP-

NGP-

NGP-

NGP-

NGP-

NGP-

NGP-

NGP-

NGP-

-13 Article on 'Vocationalisation of Education: Why, 
When and How' by Dr. S.S. Kalbag, Vigyan Ashram, 
Pabal, Pune.

-14 Article on 'Linking Education Work for National 
Development, Educational Strategy for Training of 
Learning Entrepreneur' by Shri Vijay V. Mandke.

-15 A Note on Changes in Higher Education by Shri
H.K. Trivedi, Professor & Director, School of 
Commerce, Gujarat University, Ahmedabad.

■15A 'Assessment of Democracy in India: Education' by 
Professor Usha Mehta.

-16 'National Unity, Values and Character Building' by 
Dr. Bhaskar Ray Chaudhuri.

-17 A Note on Value Orientation in Education by Dr. 
Vidya Niwas Misra.

-18 A Brief Note on Restoring Sanskrit and reinforcing 
its role in Educational System by Dr. Vidya Niwas 
Misra.

-19 Between 'Question and Clarity': Vikram Sarabhai 
Memorial Lecture, 1981 delivered by Dr. Anil 
Sadgopal.

-20 'The Hoshangabad Vigyan': Article in 'Science 
Today' December, 1977.

•21 'Madhya Pradesh: The Lessons of Change' Article in 
'India Today' : July 15, 1984.

•22 'Towards A People's Policy on Education: An 
Alternative to NPE 1986' by All India Save 
Education Committee, Calcutta.

•23 'Ethics, Education, Indian Unity and Culture' by 
Prof. K. -Satchidananda Murty.

-24 'On national Crisis' by Prof. K. Satchidancnda 
Murty.

-25 Dr. M G Bhatawdekar's letter dated 16.07.90 
addressed to Dr. Vidya Niwas Misra.

26 'Navodaya Vidyalayas' by Dr. Bhaskar Kay 
Chaudhuri.

27 Note on Task Force to review the educational 
problems and policies in the tribal areas under 
the Fifth and Sixth schedule of the Constitution.



30.

31.

32.

33. 

j 4 .

35.

36.

37.

38.

39.

40.

41.

42.

43.

NGP-28 Note on 
Kunnunkal,

A Frame of Reference' by Fr. T.V.

NGP-29 Letter dt. 18.07.90 from Prof. Bhaskar Ray 
Chaudhuri addressed to Shri Manubhai Pancholi.

NGP--30 Some Suggestions for improvement in Teacher 
Education for consideration of the Review 
Committee for NPE submitted by Rajasthan Shiksha 
Mahavidyalaya Parishad.

NGP-31 Notes dn Education and Right to work, Value 
Education a id Rural Education prepared by 
Bharatiya Shikshan Mandal.

NGP-32 An extract of the Presidential address delivored 
by Shri S W Dhabe in the second Indian Physical 
Education Congress held from 4th to 6th August 
1990 under the aegis of the All India Physical 
Education and Allied Teachers' Association.

NGP-33 Report of the Workshop to 'Review the National 
Policy on Education' held in the Academic Staff 
College, University of Rajasthan, Jaipur.

NGP--3 4 A set of three notes prepared by Prof. R.G.
Takwale V.C. Yashwantrao- Chavan Maharashtra Open 
University, Nasik regarding Non-Formal Education 
through Open University and Modular Degree 
Education Programme.

NGP-3 5 A set of comments prepared by a People's Science 
Group in Calcutta on 'Challenges of Technical 
Education in India.'

NGP-3 5 A paper entitled 'Rural Community Oriented Work 
Experience Programme - a Proposal' by Dr. S. S. 
Kalbag, Vigyan Ashram, Pabal, Pune.

NGP-37 A paper entitled 'To Begin a Revolution with a 
Revolution' by Shri J P Naik.

NGP-38 'New approach to Vocational and Technical 
Education' by Prof. P R Sengupta.

NGP-39 'Mopping the Floor without closing the Tap' by Dr. 
Vasudha Dhagamwar.

NGP-4 0 'Some Suggestions for a Structured Review of the 
Draft Perspective Paper' by Fr. T.V. Kunnunkal.

NGP-41 'A note for NPERC' by Prof. K. Satchidananda 
Murty.
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45.

46.

47.

48.

49.

50.

51.

52.

53 .

54 .

55.

56.

57.

44 .

58 .

NGP-42 Letter dt. 31.08.90 from Prof. K. Satchidananda 
Murty to Chairman, NPERC.

NGP-43 'A Brief Note on Reintroducing Sanskrit in 
Educational System' by Vidya Bharati Akhil 
Bharatiya Shikhsa Sansthan, Lucknow.

NGP-44 'New Ideas on Education Policy' script of an AIR 
broadcast in the Spotlight programme on 06.09.90 
by Shri Lalit Sethi, Spl Rep., The Statesman.

NGP-4 5 A Note regarding Operation Blackboard prepared by 
Education Department, Government of West Bengal.

NGP-46 A Brief Note for the perspective Paper by Dr. 
Vidya Niwas Misra.

NGP-47 Prof. K. Satchidananda Murty's letter dt. 11.09.90 
addressed to Member-Secretary, NPERC.

NGP-48 Prof. K. Satchidananda Murty's letter dt. 13.09.90 
addressed to Chairman, NPERC.

NGP-49 Dr. O. Siddiqi's letter dt. 10.09.90 addressed to 
Chairman NPERC.

NGP-50 'Gender bias in NCERT text-books:' A presentation 
by the saar group for the Committee to review the 
National Policy on Education.

NGP-51 Using unorganised sector as places to learning: A 
case study of repair and assembly workshops a 
report prepared by NISTDS, New Delhi.

rGP-52 Select Press write-ups (including editorials) on 
Education Policy Review.

NGP-53 Reactions to Perspective Paper in the Panel 
discussion organised by Department of Foundations 
of Education, Jamia Millia Islamia, New Delhi.

NGP-54 Letter dt. 24.09.90 from Dr. M G Bhatwdekar reg. 
Prespective Paper on Education.

NGP-55 Group Reports of Workshop on Perspective Paper on 
Education organised by the University of Bombay on 
September 26, 1990.

NGP-56 Comments of Bharathidasar. University on the 
Perspective Paper on Education.
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59.

60. 

61 .

62.

63 .

64 . 

65.

G6. 

67 .

68.

NGP-57 Recor.unendations of the 19th Annual Conference of 
Council of Boards of School Education held from 
17th to 19th September, 1990 on matters relating 
to examination reforms, common school system and 
vocationalisation of education.

NGP-58

NGP--59

NGP-60

NGP--61

Select Press Write-ups (including editorials) on 
Education Policy Review (Second Set)
Education for Development - Points emerging from a 
panel discussion held in Jamia Millia Islamia, New 
Delhi on 26th September, 1990.
Towards an Enlightened and Humane Society - From a 
Democratic and Scientific Viewpoint: Resume of the 
Comments at a fominar on the Perspective Paper of 
Committee for Review of National Policy on 
Education held under the auspices of University of 
Calcutta on 19th and 20th September, 1990.
Shiksha ke Sambandh me Paripreksh Parcha' par

Sangosthi ka partivedan, 
Tadhya Pradtsh, Bhopal.

Prashashan Akademi

NGP-62

NGP-63

NGP-64

NGP-65

Dr. Anil Sadgopal's letter dated 21.10.90 to 
Acharya Ramamurti regarding criticisms about the 
Perspective Paper.
Report of Discussion meeting held at Bangalore on 
8th October, 1990 under the auspices of A.C. Dave 
Gowda Educational Trust and Human Resource 
Development Centre for Teachers. Rashtreeya 
Vidyalaya Teachers College, Bangalore.
Proceedings of the special meeting of the 
Bangalore South District Secondary School Head 
Masters' & Junior College Principals' Association, 
Bangalore held on 4th October, 1990.
Proceedings of one-day discussion held in Delhi on 
13th October, 1990 under the auspices of the 
University of Delhi through its Department of 
Adult, Continuing Education and Extension, the 
Council for Social Development, and the Indian 
University Association for Continuing Education, 
Delhi.

NGP-66 Report of the Seminar held on October 13-14, 1990 
under the auspices of Rajya Vidwat Parshad, 
Rajasthan at Jaipur.
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NGP-

NGP-

NGP-

NGP-

NGP-

NGP-

NGP-

NG]?~

NGP-

67 Proceedings of the one-day discussion held in 
Hyderabad on 20th October, 1990 under the auspices 
of the Southern Regional Centre of the Council for 
Social Development, Hyderabad and the Indian 
University Association for Continuing Education, 
New Delhi.

68 Proceedings of the one-day discussion held in 
Madras on 21st October, 1990 under the auspices of 
University of Madras and the Indian University 
Association for Continuing Education

69 Report of the Seminar sponsored by the Institute 
of Education and Culture, Hyderabad, University of 
Hyderabad, Hyderabad and the Osmania University, 
Hyderabad held at the Central Institute of English 
and Foreign Languages, Hyderabad on October 21-22, 
1990.

70 Extracts from Dr. M G Bhatawdekar's letter dated 
12th October, 1990: A few points on the 
perspective Paper.

71 Prof. K Satchidananda Murty's letter dated 25th 
October, 90 regarding preparation of final report.

72 Views on the Perspective Paper on Education 
recorded by the Indore Discussion Group.

73 Proceedings of the one-day discussion on a 
Perspective Paper on Education organised by the 
Centre for Adult and Continuing Education, 
University of Kerala at Trivandrum on Saturday, 
the 27th October, 1990.

74 Literacy - An Unending Debate by Prof. Ramlal 
Parikh.

75 Following papers furnished by Dr. (Mrs.) Jaya 
Kothai Pillai, Vice-Chancellor, Mother Teresa 
Women's University, Madras:

i) Report on 'Teacher Education of NPE'
ii) A Perspective Plan for Reorganising Teacher 

Education.

iii) Dr. (Mrs.) Jaya Kothai Pillai's keynote 
address on 'Teacher Training ' at the Vice
Chancellors' conference held at Osmania 
University in 1988.

iv) Dr. (Mrs.) Jaya Kothai Pillai's article on 
'Appraisal of Teacher Effectiveness'.



Appendix - VII

List of Studies Commissioned 
by NPE Review Committee

1. Gender Bias in NCERT Text-Books:
A Presentation by the Saar Group, New Delhi

2. Using Unorganised Sector As Places of Learning:
A Case Study of Repair and Assembly Workshops by the 
National Institute of Science, Technology and 
Development Studies, New Delhi.

3. Teacher Eduction of NPE 1986 and A Perspective Plan for 
Teacher .Education:

By Mother Teresa Women's University, Madras

4. Role of Teacher Education in the New Education:
By Anwar-ul-uloom College of Education, Hyderabad.

5. Internship Model of Teacher Training and Activity-based 
Classroom

By Smt. Mina Swaminathan, Forum for Creches and 
Child Care Services, Madras.

6 . Language Teaching at Digantar
By Shri Rohit Dhankar, Digantar, Jagatpura, Jaipur.
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7»ppendix - VIII

Serainars/Workshops/Panel Di&cussiw*.^ 
on the Perspective Paper

S. No. Organising Agency Venue Date

1.

2 .

Council of Boards of Secondary 
Education, New Delhi
University of Calcutta 
Calcutta.

3. University of Bombay, Bombay.
4. Department of Foundation of 

Education, Jamia Millia Islamia 
New Delhi.

5. Indian Society for Public 
Affairs, Jaipur

6 . Bharathidasan University, 
Tiruchirapalli.

7. Academy of Administration,
Madhya Pradeh, Bhopal

8 . Indore Discussion Group, Indore
9. Human Resource Development 

Centre for Teachers, Rashtraya 
Vidyalaya Teachers College, 
Jayanagar, Bangalore, and Dr.
A.C. Devegowda Trust, Bangalore.

10. Bangalore South District 
Secondary Schools Head Masters' 
and Junior college Principals' 
Association, Kalasipalyam, 
Bangalore.

11. Gandhian Institute of Studies, 
Varanasi.

12. Indian University Association 
for Continuing Education, the 
Department of Adult, continuing 
Education & Extension, University 
of Delhi and the Council for 
Social Development, New Delhi.

Nainital

Calcutta

Bombay 
New Delhi

J a ipur

Tiruch
irapalli
Bhopal

Indore
Bangalore

Bangalore

Varanasi 

New Delhi

17.09.1990 to
19.09.1990
19.09.1990 to
20.09.1990
26.09.1990
26.09.1990

30.09.1990

01.10.1990

06.10.1990 to
07.10.1990
08.10.1990
08.10.1990

11.10.1990

11.10.1990

13.10.1990
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13 .

14 .

15.

16.

17 . 

18.

19.

2 0 .

21 .

22.

23 . 

24.

Gandhi Peace Foundation 
New Delhi.
Rajya Vidwat Parishad, 
Rajasthan, and Bharatiya 
Shiksha Samiti, Rajasthan.
Zakir Hussain Centre for 
Educational Studies.
J.N.U., New Delhi
Southern Regional Centre of 
the Council for Social 
Development Hyderabad and 
Indian University Association 
for Continuing Education,
New Delhi.
Institute of Education and 
Culture Hyderabad, University 
of Hyderabad and Osmania 
University, Hyderabad
Indian University Association 
for Continuing Education and 
Deptt. of Continuing Education, 
University of Madras.
Centre for Adult and Eduction 
and Extention, University of 
Kerala and Indian University 
Association for Continuing 
Education
Indian Association of Teacher 
Educators and University of 
Kanpur, Kanpur
State Resource Centre, KANFED 
Trivandrum
National Law School of India 
University, Bangalore and 
Indian University Association 
for Continuing Education.

Indian Institute of Public 
Administration, Bihar Regional 
Branch, Patna
Bharatiya Shikshan Mandal,
New Delhi

New Delhi

J a ipur

13.10.1990 to
14.10.1990
13.10.1990 to
14.10.1990

New Delhi 17.10.1990

Hyderabad 20.10.1990

Hyderabad

Madras

20.10.1990 to
2 1 . 10.1990

21.10.1990

Thiruvanan- 27.10.1990 
thapuram

Kanpur 28.10.1990 to
30.10.1990

Thiruvanan- 01.11.1990 
thapuram.

New Delhi 03.10.1990

Patna 09.11.1990

New Delhi 18.11.1990
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Appendix - IX

Academics Cell

1. Dr. J P Sharma,
Lecturer, DIET, SCERT,
Moti Bagh, Nanakpura 
New Delhi -110 021.

2 . Smt. Sonal Mehta,
Scientific Collaborator
Vikram A. Sarabhai Community Science Centre, 
Navrangpura, Ahmedabad : 380 009.

3. Dr. Gautam Bhattacharya
Consultant to the Planning Commission 
C—12, Sector-14, NOIDA 
Uttar Pradesh : 201 301.
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Appendix - X

List of Experts who helped 
the Drafting Committee

On chapter 4 - EquLty. Social Justice and Education

1. Dr. (Smt.) Poonam Batra,
Lecturer,
Zakir Hussain Centre for Educational Studies, 
Jawaharlal Nehru University,
New Delhi - 110 067.

2. Dr. (Smt.) Geetha B. Nambissan,
Lecturer,
Zakir Hussain Centre for Educational Studies, 
.Jawaharlal Nehru University,
New Delhi - 110 067.

On Chapter 5 - Early Childhood Care and Education

Smt. Mina Swaminathan,
Forum for Creches and Child Care Services, 
Madras.

On Chapter 6 Universalisation of Elementarv Education

1. Dr. Umesh Vosisht 
Lecturer
Department of Education 
Devi Ahilya Vishwavidyalaya 
Indore : 452 001.

2. Shri K.C. Sahu,
U.C.C Research Fellow, 
Department of Education, 
Devi Ahilya Vishwavidyalaya 
Indore : 452 001.
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7-i nclix - XI

Nar es and Addresses of Chairman and Members 
of CommiLtee for Review of National Policy 
on Education (NPE), 1986.

1. Acharya Ramamurti, Chairman 
P.O. Khadigram, Distt. Hunger,
Bihar - 811 313.

2. Dr. C N R Rao, Member 
Director,
Indian Institute of Science,
Bangalore - 560 001.

3. Dr. Sukhdev Singh, -do- 
51, Sector 11-A,
Chandigarh - 160 001.

4. Dr. M. Santappa, -do- 
Scientific Adviser,
Tamil Nadu Pollution Control Board,
25, Dr. Radhakrishnan Salai,
Madras - 600 004.

5. Dr. Obaid Siddiqi, -do- 
Molecular Biology Unit,
Tata Institute of Fundamental 
Research^ Homi Bhabha Road,
Bombay - 400 005.

6 . Dr. Bhaskar Ray Chaudhuri, -do- 
Vice-Chancellor,
University of Calcutta,
Calcutta - 700 001.

7. Dr. M.G. Bhatawdekar, -do- 
41, Sangram Colony,
Jaipur - 3C2 001.

8 . Prof. Usha Mehta, -do- 
Mani Bhavan, Gandhi Museum,
19, Laburnum Road,
Gamdevi, Bombay - 4 00 007.

9. Prof. K. Satchidananda Murty, -do- 
'Aparajita'
Sangam Jagarlamudi,
Guntur District,
Andhra Pradesh - 522 213.
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10.

11.

12 .

13 .

14 .

15.

16.

17 .

Prof. Mrinal Miri,
Department of Philosophy, 
North-Eastern Hill University (NEHU) 
Shillong - 793 003 (Meghalaya).
Shri Veda Vyasa,
64, Golf Links,
New Delhi - 110 003.
Dr. Vidya Niwas Misra, 
Vice-Chancellor,
Sampurnanand Sanskrit University, 
Varannsi - 221 002.
Dr. S.Z. Qasim,
Vice-Chancellor,
Jamia Millia Islamia,
Jamia Nagar,
New Delhi - 110 025.
Father T.V. Kunnunkal,
Chairman,
National Open School,
39, Communi ty Centre,
Wazirpur Industrial Area,
Ring Road, Ashok Vihar Turn,
Delhi - 110 052.
Dr. Anil iJadgopal,
Kishore Bharati,
P.O. Bankhedi,
Distt. Hoshangabad,
Madhya Pradesh - 4 61 990.
Shri Manubhai Tancholi,
Lok Bharati, Sanosara,
Distt. Bhavnagar,
Gujarat - 364 ?30.

Shri S. Gopalan,
Additional Secretary,
Department of Education,
Ministry of H.R.D.,
Shastri Bhawan,
New Delhi - 110 001.

Member

-do-

-do-

-do-

-do-

-do-

-do-

Member-Secretcry
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Appen d i x  - XII

Secretariat of Committee for Review of 
National Policy on Education (NPE), T986

1. Shri S Gopalan,
Additional Secretary 
Department of Education
Ministry of Human Resource Development 
New Delhi.

2. Shri K K Khullar 
Consultant
Department of Education
Ministry of Human Resource Development
New Delhi.

3. Shri T C James 
Desk Officer 
Department of Education
Ministry of Human Resource Development 
New Delhi.

4. Shri K S Kohli
Senior Personal Assistant 
Department of Education 
Ministry of Human Resource Development 
New Delhi.

5. Shri Ashok Kumar Khurana 
Stenographer 
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Errata to the NPE Review Committee Report

(JL)

(ii)

(iii) 

(-'iv )

In page 268 in the second para (first line) 
after the word Rashtriya Sanskrit Sansthan 
add " t Sanskrit UniversitiesM
In page 268 in recommendation (vii ) at the 
end of the first sentence add " by bringing 
about meaningful interaction between 
non-traditional and traditional styles".
In page 25 0 in para 11.1.0 a penultimate 
sentence may be added to read " howsoever 
these languages having been in close contact 
for centuries have come to develop and share 
certain common^ ities in idioms, methaphors 
images and semantic? constructs1*.
In page 197 in para 7.6.2/ the word control 
occuring in third but last line may be 
replaced by the word central.
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